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ABSTRACT
 
This thesis is designed to answer the question, "Can a
 
computer-based role-playing simulation that engages high
 
school English Language Learners (ELLs) in an international
 
negotiation meet their unique language needs to facilitate
 
writing improvement and increase academic content knowledge
 
and critical thinking skills in a Specially Designed Academic
 
Instruction in English (SDAIE) World History class?"
 
During this qualitative case study, students developed
 
the knowledge and skills necessary to take on the roles of
 
diplomats from various countries in the Middle East. They
 
then used a local area network to exchange e-mail messages
 
with other groups in the class. The objective was for
 
student teams to create proposals that they thought would
 
solve the conflict between the Palestinians and the Israelis,
 
and convince other groups to agree with their proposals.
 
This design was created to use academic content from World
 
History in a simulated environment to stimulate authentic
 
used of complex language.
 
Data analysis of journal entries, periodic essays, e­
mail messages and proposals revealed a dramatic improvement
 
in writing skills, academic knowledge and thinking skills of
 
these ELLs. Students increased their knowledge and
 
understanding of the complex issues involved in the conflict
 
in the Middle East. Their writing improved over the course
 
of the treatment, and the expression of advanced thinking
 
skills was much improved. It is clear that computer
 
simulations can be very effective for ELLs in SDAIE classes.
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CHAPTER ONE:
 
STATEMENT OF THE PROBLEM:
 
This thesis is designed to answer the question, "Can a
 
Gomputer-based role-playing simulation that engages high
 
school English Language Learners in an international
 
negotiation meet their unique language needs to facilitate
 
writing improvement and increase academic content knowledge
 
and critical thinking skills in a Specially Designed Academic
 
Instruction in English (SDAIE) World History class?"
 
This is a relevant question for discussion in the
 
context of public education in the state of California in the
 
1990's. A large number of the students in California's
 
public schools come from homes where English is not the
 
primary language. These students come to our classes with a
 
wide variety of English language skills, and just as wide a
 
variety of academic background in their primary language. At
 
the secondary level, this linguistic and academic diversity
 
is further exacerbated by an extreme time pressure to meet
 
graduation requirements in four years of high school.
 
Many English Language Learners are taught English in a
 
language development class. These classes exist in a ;
 
spectrum from traditional English as a Second Language (ESL)
 
classes where English Language Learners are taught basic
 
grammar and vocabulary all of the way to contemporary English
 
Language Development (ELD) classes that use Whole Language
 
and literature-based approaches that nurture students'
 
natural language growth.
 
But during the time that it takes English Language
 
Learners to learn grade-level English skills, they must also
 
keep up with grade-level academic content. In schools where
 
there are high concentrations of students from the same
 
primary language, teachers are able to teach this academic
 
content and cognitive thinking skills in that language.
 
These are called bilingual classes. Math, science and social
 
studies classes are taught using texts, support materials,
 
and instruction in the language that the students already
 
understand. This is an excellent setting for students to
 
stay at grade level in the academic content for the first
 
couple of years as they learn English.
 
But in schools where there are not enough bilingual
 
instructors, where there are not large groups of English
 
Language Learners who speak the same primary language, and
 
where the English Language Learners have already acquired
 
functional English skills, SDAIE content areas classes are
 
used to meet the unique needs of the English Language
 
Learners. The students are taught math, science, social
 
studies and literature in English using special strategies
 
and materials to make the academic content more
 
comprehensible to them. The purpose of these SDAIE classes
 
is to develop the students' academic knowledge, cognitive
 
skills and English language abilities while focusing on a
 
specific content area.
 
Many English Language Learners are given all three types
 
of classes; bilingual, English Language Development and
 
SDAIE. If they are provided only basic ESL seirvices, they
 
will graduate from high school only being able to identify
 
simple vocabulary and grammar points of the English language.
 
Because they do not understand the language being used, if
 
they are just given the same classes as every other student
 
in high school, they will not develop academic English skills
 
and they will fall behind in the content and critical
 
thinking skills.
 
The students in the SDAIE World History class that this
 
Study is exMnining are all English Language Learners. The
 
course is a graduation requirement that most high school
 
students take in their sophomore year. Because language
 
ability is more important than grade-level classification,
 
English Language Learners are placed in this course when they
 
reach an intermediate level of fluency (Limited English
 
Proficiency, LES) on a district oral proficiency assessment,
 
no matter what year they are in high school. The goal of
 
this course is to increase the English Language Learners'
 
language abilities to Fluent English Proficient (FEP) so that
 
they can move into mainstream content classes and/or
 
The question this thesis is addressing is also relevant
 
because of the technology that is available for educators
 
today. Every couple of months, new hardware and software are
 
developed that can drastically change the way teachers teach
 
and students learn. For less and less money, a classroom can
 
be equipped with computers that are connected together to
 
allow sharing of information and ideas between students in a
 
class, from class to class, and across the world.
 
One application of new technologies is the use of
 
computer-aided simulations. Teachers have long used role-

playing in their classes, but when the power of a computer is
 
used to simulate an alternative reality, the potential for
 
significant learning seems almost unlimited. As faster and
 
more complex computers are placed in classrooms, more
 
realistic simulations become possible. The recent emphasis
 
on virtual realities makes the question asked in this
 
research all the more critical.
 
CHAPTER TWO:
 
LITERATURE REVIEW:
 
In an effort to identify the current knowledge base and
 
gaps that exist in the research, two main areas of literature
 
were pursued. Theories of second language development were
 
examined as they apply to high school students in SDAIE
 
classes, particularly in the area of literacy and writing
 
development. Research in the uses of educational technology
 
to develop writing skills, primarily looking at hypermedia
 
and computer simulations was also examined. A great deal of
 
research on these two main topics was found, as well as a few
 
principles applicable in both areas. The following is a
 
synopsis of the findings:
 
SPECIALLY DESIGNED ACADEMIC INSTRUCTION IN
 
ENGLISH:
 
From the research, six principles relevant to this
 
project were identified that would make a SDAIE learning
 
environment linguistically appropriate to develop writing in
 
English Language Learners (in other literature referred to as
 
Limited English Proficient or LEP students). These six
 
principles were that the learning environment must be
 
student-oriented, it must facilitate social interaction, it
 
must be authentic and meaningful, it must encourage risk-

taking, it must include visuals, and it must allow extra
 
processing time.
 
STUDENT-ORIENTED GOALS:
 
A SDAIE lesson must address four main goals. It must
 
help English Language Learners learn English, teach content,
 
teach higher-level thinking skills and promote literacy
 
(Diaz-Rico & Weed, 1995). The SDAIE classroom is an academic
 
content class, but because of the unique nature of the
 
students, English language development must be an equal goal.
 
The curriculum must be shaped by the students' skills and
 
experiences. State frameworks designed for the general
 
population are not as relevant to English Language Learners
 
because of their different educational and linguistic
 
backgrounds. English Language Learners' traits must be taken
 
into consideration even when determining learning strategies
 
used in class (Vasquez, 1989). Not only what is taught in a
 
SDAIE class, but also how it is taught should be molded by
 
the characteristics of the learners to be affected.
 
English Language Learners' background knowledge can be
 
activated through classroom activities that create a shared
 
experience (Law & Eckes,1990). Using the Language Experience
 
Approach (Chamot & O'Malley, 1994), students and teacher
 
share an experience, such as a walk around the school, a
 
visit to a zoo or an art activity. While they are
 
experiencing this new environment, they discuss it. Back in
 
the classroom, the teacher has the students describe what
 
they did and saw. The teacher writes what they say on the
 
board. After several Sentences, the students read what they
 
have all just written. The students can read it because they
 
just wrote it. This allows the curriculum to be based on
 
experiences from the students' personal knowledge (Roberts,
 
1994).
 
Peyton (1993) found that dialogue journals are another
 
way to tap into students' background experiences. In
 
dialogue journals, students can write about topics that are
 
important to them. They choose what they want to focus on.
 
The teacher does not establish the topics or a preset
 
schedule of topics that must be covered in sequence.
 
Students create their own content goals, because sometimes
 
their concerns and interests are personal.
 
The California Teachers of English to Speakers of Other
 
Languages (CATESOL) has clearly explained this principle in
 
their position statement on Specially Designed Academic
 
Instruction in English: "To instruct ELLs effectively,
 
teachers must create a learner-centered environment,
 
recognizing that student diversity is a resource and an asset
 
in the classroom" (CATESOL, 1997, p.l).
 
SOCIAL INTERACTION:
 
Lev Vygotsky (1978) identified two levels of student
 
achievement. What learners can do by themselves, and what
 
they can do when they are working with others' help. The
 
difference between these two levels of achievement is their
 
"Zone of Proximal Development." The distance between the
 
level of independent problem solving and level of potential
 
development through adult supervision or collaboration with
 
more capable peers is the place where learning occurs.
 
Social interaction is necessary for students to operate in
 
this zone (Freeman & Freeman, 1992).
 
Learning is a social process where the teachers and
 
students focus on the acquisition of desired skills and
 
abilities (Richard-Amato, 1996). Students and teachers are
 
active participants in the negotiation of meaning and the
 
construction of knowledge. Meaning is inherent in
 
communication, and to share that meaning, there must be
 
interaction between parties, in a SDAIE class, meaningful
 
interaction about content of interest is the goal,
 
SDAIE classes must be highly interactive and emphasize
 
problem solving to provide the social setting necessary for
 
language development and academic and cognitive development
 
(Collier, 1995). Without social interaction, students'
 
English will not develop at the same rate as their content
 
knowledge. Collaborative interaction will facilitate the
 
negotiation of meaning essential to language development.
 
In many classrooms, English Language Learners are
 
educated as isolated individuals and rarely given opportunity
 
to work with other students on group projects. In a SDAIE
 
Classroom, English Language Learners need to work as part of
 
a team. This type of classroom organization will help
 
develop teamwork skills that American employers say will be
 
required for the 21st century (Romo & Falbo, 1996). This
 
also takes the competition away from individuals and focuses
 
it on groups, proper grouping can allow all students to
 
share in the experience of winning as well as losing.
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English Language Learners acquire both language and
 
content more effectively when instruction facilitates student
 
interaction. They should be grouped in many different ways,
 
and have the opportunity to use the target language to
 
interact with each other and the content (CATESOL, 1997).
 
In an interactive classroom, learners spend less time
 
passively listening to the teacher, and more time mastering
 
the language (Northcutt & Watson, 1986). Grouping students
 
heterogeneously allows students to interact with more capable
 
peers. This results in more interactions per child than
 
teacher-centered interaction. More interactions produce
 
faster language development.
 
Cooperative grouping that fosters positive
 
interdependence will accomplish this interaction (Sanchez,
 
1989). It will not only facilitate the linguistic
 
development, but also social and academic development in a
 
way not possible in less interactive environments.
 
Cooperative learning is also an effective technique that fits
 
the learning style of students from Latin America (Cornell,
 
1995). It allows positive cross-cultural interaction between
 
Anglo/U.S. students and those from other cultures.
 
Collaborative activities provide ideas for writing and
 
guidance for writing (Estrin, 1993). Students whose innate
 
verbal styles are communal and cooperative may benefit
 
particularly well from classroom activities which emphasize
 
teamwork. In writing workshops and peer editing or response
 
groups, students assist each other in various stages of the
 
writing process. This provides a context for language
 
development.
 
Simply allowing an English Language Learner to work with
 
a partner is another way to foster the interaction necessary
 
for language development (Kinsella, 1993). Pairing Him/her
 
with a same-primary language speaker will allow use of the
 
native language to aid comprehension of English meanings.
 
Pairing with a sensitive learner who is more skilled, can
 
encourage ffiOre rapid Englistt de-^lopment.
 
Even literacy itself must be developed in a
 
sociocultural context. Literacy is a way of processing
 
information which affects ways of interacting, Literacy is
 
communication that takes On meaning within specific social
 
contexts. The acquisition of literacy implies the
 
acquisition of values and uses of language. Literacy cannot
 
be value free, because it always occurs in a social and
 
cultural context (Roberts, 19?4).
 
Journal writing can build strong personal ties and give
 
students access to a member of the new language and culture
 
(Peyton, 1993). Through this relationship, the student can
 
reflect On new experiences ahd emerging knowledge. With the
 
help of another individual they can think through ideas,
 
problems, and important choices.
 
Class discussion of papers can also improve writing
 
skills (Eitrie, 1993). The teacher'Can make comments oh the
 
writing, but provides anonymity to the writer by not
 
mentioning their name. This creates an atmosphere of respect
 
and acceptance of students' opinions, values, and ideas.
 
Style, vocabulary, grammar, punctuatioh, OrgahizatiOh, and
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sentence structure can be discussed with the class. When the
 
students see the words, sentences, and paragraphs which they
 
and theii: peefs have writteh, the study of how to rephrase
 
becomes a more meaningful experience in both language and
 
composition.
 
One-to-one writing cohferences with the teacher are
 
another source of this valuable interaction. Student-teaeher
 
conferences have long been considered an effective means of
 
providing writing instruction. Conferences can provide
 
"scaffolding," a mechanism by which a more experienced writer
 
provides tempoifai^' intellectual Support thM assists a
 
learner in developing new ways of thinking (Hornick,1986).
 
This places the learner in Vygotsky's Zone of Proximal
 
Development, allowing him/her to develop writing skills.
 
AUTHENTIC AND MEANlNGFULi
 
English Language Learners must be reading authentic
 
texts and writing for useful purposes (Freeman & Freeman,
 
1992). They need many opportunities to read and write for
 
real, personally significant purposes. Most teachers assign
 
essays as reviews of previous learning. Students need more
 
motivation than this to strive to master writing. Instead,
 
writing should provide opportunities for students to organize
 
ahd Explore new ihfdmation. They Must sei thd usefulness of
 
writing in getting things done in the "real" world (Hornick,
 
1986).
 
Just as in other subject areas, English Language
 
II
 
Learners in history classes can benefit from journals or
 
learning log writing (Rogers, 1990). Two types of journals
 
are effective with second language learnerst content area and
 
persdhal (Montague, 1995). Content area learning logs
 
incorporate metacognitive development as students write about
 
how they solved a math problem or what they did in a science
 
experiment. Personal journals are a place for students to
 
write abdiit anything in their liVes that interests them.
 
English Language Learners are motivated to take risks because
 
the topics that they are writing about are things that are
 
important to them.
 
Montague (1995) relates hdw many Student journals become
 
a place where first drafts begin. These pieces are polished
 
with the help of peer groups and Conferences with an adult,
 
until the author is ready to publish them. Eventually all
 
Student work is published in a Schdol-wide magazine, in
 
addition, some of the work is published in the city paper and
 
some in state-wide publications. Many of these children
 
continue writing into the summer on a personal basis because
 
they see the activity of writing as a meaningful exercise of
 
their own personal creativity.
 
Just as class activities must be authentic and
 
meaningful, so the assessments used must measure authentic
 
language (Moya & O'Malley, 1994). Using portfolios as
 
assessment tools can provide student information based on
 
authentic language activities. In English Language
 
Development, authentic language can be assessed through
 
formal classfddffl activities, riatufai settings like the
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playgroond, and informal classroom settings like a
 
cooperative group. An effective portfolio assesses authentic
 
classroom-based language tasks, i.e., tasks that the student
 
encounters naturally as part of instruction. "Focusing on
 
authentic language proficiency across sociolinguistic
 
contexts and naturally occurring language tasks acknowledges
 
the holistic and integrative nature of language development
 
and focuses on communicative and functional language
 
abilities rather than attainment of discrete, fragmented
 
skills"(Moya & O'Malley, 1994, p.4).
 
Demonstration of a particular skill in use rather than
 
by giving a test on a subject is another way to make
 
assessment more meaningful for English Language Learners.
 
Gornell (1995) parallels this with evaluating a teacher's
 
instructional ability on the basis of classroom performance
 
rather than on scores on a National Teachers' Exam or other
 
standardized test. Evaluation of projects such as creating a
 
history display, reciting a haiku, demonstrating a principle
 
of science, or relating a cultural tradition are more
 
authentic uses of language, and thus more meaningful to
 
students.
 
SAFE ENVIRONMENT:
 
English Language Learners must feel that the classroom
 
atmosphere is non-threatening and encourages linguistic risk-

taking with minimal overt error correction (Sanchez, 1989).
 
In order to make the language comprehensible, the learning
 
environment must be positive and motivating. The teacher
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must not stifle the language learners' personal exploration
 
by constantly interrupting and correcting language form. The
 
focus must be on meaning. Students are trying to communicate
 
some meaning that is important to them. If their usage is
 
interfering with that meaning, it will become apparent in the
 
response, or lack thereof, from their intended audience.
 
Constant teacher correction will not improve student usage
 
because it will hinder the coiranunication of a meaningful
 
message.
 
The teacher must focus on the content or meaning of
 
student responses, not pronunciation or grammatical accuracy
 
(Kinsella, 1993). Developing English language skills is one
 
of the primary goals of a SDAIE class, but content and
 
meaning are equally as important (Diaz-Rico & Weed, 1995).
 
While focusing on the subject area content, the teacher can
 
also model correct usage and pronunciation. This will in
 
turn develop the language skills of the students.
 
The classroom atmosphere must be non-threatening and
 
relaxing (Roberts, 1996). Only then will students be willing
 
to take risks, collaborate with each other as they write and
 
revise their work. This will allow them to create new ideas
 
and clarify their thoughts. In this type of setting, the
 
teacher is a resource and need only intervene with
 
appropriate input when necessary.
 
In a dialogue journal setting, the teacher is attempting
 
above all to communicate with the student, so his or her
 
writing should be aimed at the student's language proficiency
 
level (Peyton, 1993). Teachers should not attempt to correct
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student errors. They want students to write freely, without
 
focusing on form. However, the teacher's response in the
 
journal serves as a model of correct English usage. There
 
are other opportunities for teachers and students to focus on
 
correct form. Sometimes students do request correction, and
 
teachers can use these opportunities to fulfill a felt need.
 
This is when students are internally motivated to find out
 
about a certain grammatical structure so that they can
 
clearly communicate a meaningful message.
 
Even when a written work is to the point where form
 
revision is necessary, moderate marking of Structural errors
 
is more appropriate (Hornick, 1986). Nothing is less likely
 
to inspire a novice writer than getting back a corrected
 
paper obliterated by red ink. A more effective approach for
 
English Language Learners is to identify one or two sets of
 
related errors that they need to work on. This allows them
 
to focus their attention on a manageable set of problems as
 
they seek to refine this particular piece of writing.
 
VISUALS:
 
English Language Learners need non-textual cues such as
 
visuals, props and real objects to comprehend language
 
(Freeman & Freeman, 1988). Gestures and other body language
 
also help convey spoken meaning. Meanings, sounds, and
 
graphic symbols should be taught simultaneously (Roberts,
 
1994). Students already know that graphic symbols can
 
express verbal meaning. Starting with what learners already
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know has always been effective educational practice.
 
Many teachers use visuals to teach cognitively demanding
 
textual material because they provide clues to the meaning of
 
text (Levine, 1990). In a SDAIE history class this could be
 
a series of questions about the content of a picture in the
 
student textbook. The answers to these questions could be
 
compiled by the students into a paragraph that explains the
 
main point of the textual material accompanying the picture.
 
Realia, manipulatives, graphic organizers, media and
 
Other sources can be used to explain abstract concepts
 
(CATESOL, 1997). Realia are objects that represent the items
 
being discussed in class. Allowing students to handle tea
 
bags during a SDAIE history discussion of the Boston Tea
 
Party provides connections from concrete to abstract.
 
Manipulatives, like realia, represent objects under
 
discussion. But they are used to show relationships between
 
objects or ideas. Graphic organizers are cognitive maps that
 
use spatial relationships to show concept organization (Diaz-

Rico & weed, 1995). All of these tools help make textual
 
information more accessible to English Language Learners.
 
PROCESSING TIME:
 
English Language Learners must have sufficient "wait
 
time" before producing answers (Richard-Amato, 1996).
 
English Language Learners need the extra time to process the
 
question, formulate their answer and then phrase it in
 
acceptable English. Kinsella (1993) recommends waiting 5
 
16
 
seconds before expecting a verbal response from an English
 
Language Learner. Many teachers try to avoid this silence
 
because they feel it is embarrassing at least, and a sign of
 
ignorance at worst. They quickly move on to another student
 
or answer the question themselyes. Repeating and rephrasing
 
the question are better alternatives to allow the appropriate
 
wait time without having "dead" time.
 
Even in assessment procedures, English Language Learners
 
need a different time frame than most students (Fichtner,
 
Peitzman & Sasser, 1991). Tests that must be finished in a
 
specific amount of time create anxiety that puts English
 
Language Learners in a high risk situation. These time
 
constraints cause English Language Learners to make more
 
mistakes than usual, and teachers have a hard time
 
understanding the meaning students are trying to convey. The
 
only function of time constraints in assessment is to
 
confound the student's expression of his true ability.
 
EDUCATIONAL TECRN0L06Y:
 
From the Educational Technology research, this author
 
also found that there are six principles to effectively teach
 
subject area content and writing skills using word
 
processing, computer networks and multi-media software.
 
These six principles correspond to the six principles I found
 
for SDAIE. The technology must be student-oriented, it must
 
facilitate social interaction, it must be authentic and
 
meaningful, it must encourage risk-taking, it must include
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visuals, and it must allow extra processing time.
 
STUDENT-ORIENTED GOALS:
 
Teachers cannot learn for their students. Teachers are
 
only facilitators for learning. First-hand experience,
 
active involvement and enjoyment can create an effective
 
learning environment. Computer simulations create virtual
 
environments where students can gain first-hand experiences
 
that they otherwise could never have. These simulations also
 
allow students to be actively involved in the learning
 
process while enjoying themselves (Crookall, Coleman &
 
Versluis, 1990).
 
All software must be designed with the user and the
 
educational objectives in mind (Rieber, 1994). The starting
 
point has to be the learner and the instructional objectives.
 
These lead to the design of instructional strategies and then
 
the selection of the most appropriate instructional medium
 
(hardware and software) to deliver that instruction.
 
All too often, computer-based instruction begins with
 
the technology and what it can do. When a new computer chip
 
or a new programming language is introduced, educators begin
 
to dream up new ways to show-off these new technologies.
 
This creates technology-centered designs that allow the
 
computer's capabilities to make important educational
 
decisions, instead of student needs and interests. This
 
results in impressive technocentric designs that do not allow
 
effective learning. Media decisions(hardware and software)
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must be made last. The key is to create computer-aided
 
interaction, not computer-centered activity (Versluis,
 
SaunderS & Crookall, 1989).
 
Three learning modalities have been identified in
 
literature as the most common methods of acquiring
 
information; visual, auditory, and tactile kinesthetic. An
 
environment where users can freely move around in large
 
bodies of text, pictures, music and video is called
 
"hypemedia" (Turner & Land, 1994). Hypermedia environments
 
can integrate all three modalities and facilitate learning
 
(Bermudez & Palumbo, 1994).
 
Most people learn through a combination of all of these
 
modalities. But everyone has a preferred learning style.
 
Visual learners use their eyes as their primary means of
 
gathering information. Text, graphics, and illustrations,
 
for example, reinforce this approach to learning. Auditory
 
learners require sound as their main access to information.
 
Tactile-kinesthetic learners need to become physically
 
involved through touch and motion to be successful in
 
learning. In order to provide for a variety of teaching and
 
learning experiences, exposure to all modalities is critical.
 
Computers using hypermedia environments can create this type
 
of a learning experience in a different manner for each
 
individual.
 
Students can also tap into their prior knowledge and
 
experiences by entering a hypermedia environment that allows
 
them to create their own paths through the information
 
presented (Bermudez & Palumbo, 1994). Because levels of
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fluency, knowledge, motivation, and interest are addressed
 
individually in a hypermedia environment, English Language
 
Learners can be included in the learning process. As
 
students embark on their individual quest for information,
 
different levels of interaction with the learning environment
 
are established. If one learner is at a lower level of
 
English fluency than another, he may require additional
 
explanations or definitions to negotiate meaning. Each
 
student creates a unique set of learning experiences that
 
will enhance his/her knowledge base in a novel and personal
 
way.
 
Learner variables such as cultural background, language
 
proficiency, age, and gender play a role in determining how
 
successful a computer game will be in providing relevant
 
language.-learning experiences for students (Hubbard, 1991).
 
Students will not be engaged by a game or simulation that
 
does not interest them. If it is irrelevant to their
 
personal experience they will not invest themselves in the
 
activity. If this happens students will not acquire the
 
intended knowledge or language. The simulation/game must be
 
designed around the learner's characteristics in order for it
 
to be effective (Crookall, Coleman & Versluis, 1990).
 
How a computer-based simulation is used (pedagogy) is
 
actually more important than the technology itself (Carrier,
 
1991). Computers alone do not help students learn. Teachers
 
use computers to help students learn. The learning
 
environment created by the teacher is what enables student
 
learning. The technology is only a part of that environment.
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A "Hangman" example of this is mentioned in the next section.
 
Social Interaction.
 
Realism, challenge, curiosity and fantasy must be
 
balanced in the instructional design of a learning
 
environment to be intrinsically motivating (Rieber, 1994).
 
It is not always the most realistic simulations that are the
 
most effective. How effective a simulation is depends on the
 
instructional level of the student. Experts benefit by as
 
realistic a simulation as possible, but novices can be
 
distracted or overwhelmed by the details and miss the main
 
point of the simulation if there is too much information
 
being presented at too fast of a pace. Too much realism may
 
cause more harm than good for inexperienced students.
 
Challenge and curiosity must also be balanced to make a
 
simulation effective. If a task is too tedious and boring,
 
or too difficult and frustrating, students will not learn.
 
The task must be novel, moderately complex and produce
 
uncertain outcomes (Rieber, 1994). An element of fantasy is
 
also important in simulations. Students must be able to
 
imagine that they are completing an activity in a setting
 
that does not really exist. Students must be able to suspend
 
disbelief in order to function inside the fictional world
 
created by the computer. This allows them to focus on the
 
task without feeling like they are practicing classroom
 
skills.
 
Computer games are learner-centered because they tap
 
into a learner's natural desire to play (Baltra, 1990).
 
Computer games do not focus on language development. They
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encourage meaningful discovery because the content and skills
 
are not directly presented, they have to be discovered by the
 
learner. In an effective game, the student is motivated by
 
the desire to have fun, and the learning is almost a tertiary
 
effect.
 
Taylor (1990) found that when courses are designed
 
around simulations and computer games, overt teaching of
 
grammar takes place when learners perceive a need to know how
 
to say something specific to the context, or what something
 
from the simulation means. Even though the simulation is
 
learner-centered, the content and skills are developed
 
because students need them to function in the simulation.
 
The key is again, to select appropriate simulations and
 
games, and designing ways to integrate them into the
 
curriculum. Designing useful activities that introduce and
 
spin off the activity at the computer will make an
 
ineffective simulation into an effective language-learning
 
experience.
 
Carrier (1991) gives an excellent example of the
 
critical nature of a learning environment built around a
 
piece of software. He calls it the cooperative cycle because
 
he feels that there is no educational advantage to having one
 
student sit in front of a computer, type on a keyboard and
 
watch responses on the screen. He describes the essence of a
 
simulation as the interaction between students. He suggests
 
a four step approach to create a learning environment based
 
on a computer simulation.
 
The first step is to prepare the students for decision
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making by having them read the instructions and discuss a
 
strategy on how to best solve the dilemma created by the
 
simulation. Students then enter the second step by keying
 
their decision into the computer and recording the results.
 
The third step is to analyze the information produced by the
 
computer, decide what went wrong or right, and what they
 
could or should have done differently. Follow up tasks are
 
the fourth step. Here students write memos, chart results,
 
update a narrative or answer worksheet questions. They then
 
start the cycle over again by going back to step one,
 
preparing for decision making. This will turn an ineffective
 
simulation into an entire learning environment based on the
 
computer game.
 
SOCIAL INTERACTION:
 
Software that supports collaborative problem solving can
 
allow for peer support that brings learners into their zone
 
of Proximal Development with the computer acting as the
 
mediator of language (Willis, Stephens & Matthew, 1996).
 
Technology should enhance communication and interaction, not
 
just deliver information. Students must construct
 
understanding and knowledge in their own minds.
 
Collaboration and teacher guidance can facilitate this
 
process. By simplifying a complex problem, a teacher can
 
bring it within a student's Zone of Proximal Development.
 
Then as the student matures and the zone moves up, the
 
situation can be made more complex to enhance development and
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thus learning.
 
Hypermedia also helps to enhance the inherent social
 
nature of language (Bermudez & Palumbo, 1994). Meaning is
 
negotiated as students construct and manipulate information
 
and interact with peers, teachers, and other significant
 
individuals. Students discover novel relationships and learn
 
to relate them to concepts they already know. Hypermedia
 
focuses the learner's attention on relationships rather than
 
on isolated facts. This develops their critical thinking and
 
facilitates their language development in an interactive
 
context.
 
In computer-aided simulations, the computer's role as
 
mediator of language can take on many forms (Versluis,
 
Saunders & Crookall, 1989). Whether it serves as a language-

rich task master or simply as a digital pipeline, the
 
computer encourages and fosters communication. It can be
 
used to reach other people or as a source of information.
 
Either way it promotes language skills.
 
Belisle (1996) also found that by using computers,
 
students become better problem solvers and communicators.
 
Over a network, using e-mail and sharing files, students can
 
collaborate with other students and teachers. Networking
 
electronically allows learners to create, analyze, and
 
produce ideas more easily. Through this increased electronic
 
access to the world around them, students' social awareness
 
increases.
 
Computer simulations can be classified in a grid with
 
two axes: control and interaction (Crookall, Coleman &
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versluis, 1990). Control refers to the amount of input the
 
user must make to keep a simulation running. Control runs
 
from the extreme Of user as passive observer to simulations
 
that require constant user-input in order to progress. An
 
animated demonstration of an internal combustion engine would
 
be an example of high computer control. Here the computer
 
facilitates communication by serving as the focus of
 
attention (Versluis, Sauhders & Crookall, 1989). An
 
adventure game where the user must constantly issue commands
 
for the computer to follow is an example of high user
 
control.
 
Interaction refers to whether a user is interacting with
 
the computer or with other learners. A flight simulator
 
would be an example of high computer-learner interaction
 
because no one else is required for a successful mission. A
 
negotiations simulation where remote learners try to resolve
 
global dilemmas would be an example of high learner-learner
 
interaction. In this situation, the computer is almost
 
transparent.
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•high learner •high learner 
Leariier control control 
•high computer­ •high learner-
learner learner 
interaction interaction 
C 
0 
H 
T 
1 
0 
L 
•high computer •high computer 
control control 
•high computer­ •high learner-
learner learner 
interaction interaction 
Learner-

Learner
 IMTEKACTION Learner
 
Table One; Control/Interaction Matrix
 
(Crookall, Coleman & Versluis, 1990, p.177)
 
The main goal of a language development simulation is
 
not to convey content. It is the generation of relevant
 
student interaction and English fluency practice (Carrier,
 
1991). Reading from the screen and writing related to the
 
simulation will occur. But the discussion, debate,
 
questions, answers, and decision-making are what will bring
 
about the greatest amount of linguistic improvement. And
 
this can only happen in a social context. Placing three or
 
four students at one computer will necessitate establishing
 
group consensus as they decide together on their next course
 
of action (Baltra, 1990).
 
Pairing learners who speak different native languages in
 
front of the computer terminal is another way to facilitate
 
real communication in English, especially if group work or
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cooperative learning tecliniques are used, cooperative
 
writing tasks or the use of problem-solving types of software
 
or simulation games can enhance both language and literacy
 
acquisition. Peer teaching also works well on the computer.
 
Learners with more developed reading and keyboarding skills
 
can direct their fellow learners toward successful computer
 
use. Those they are coaching can ask for clarification
 
without risking embarrassment in front of the class (Huss,
 
1990).
 
Another example of how social interaction affects
 
computer-based language learning is described by Hubbard
 
(1991). He explains how the computerized game. Hangman, can
 
be ineffective as a language development tool in one context,
 
and effective in another. Success in playing Hangman depends
 
on whether or not the student knows that the word is an
 
English word, whether they know any strategies to find the
 
missing letters (like naming the high frequency vowels and
 
consonants first) and being familiar with English spelling
 
conventions.
 
When a student plays Hangman alone on a computer, s/he
 
is not developing new vocabulary, reading or spelling skills
 
because the words are not in any context. The most promising
 
learning that might occur would be that general patterns of
 
spelling might be inferred over time.
 
But when the same piece of software is used by a small
 
group of language learners. Hangman becomes a conversational
 
catalyst. It creates real communicative practice and
 
negotiation of meaning. As the students discuss options and
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strategies to solve the puzzles, they use language to talk
 
about language. This increases language learning to a much
 
higher level. The social context makes the software much
 
more effective in developing language. This reinforces what
 
Carrier (1991) said about methodology, not technology helping
 
students learn.
 
AUTHENTIC AND MEANINGFUL:
 
Using networked message exchanges, students are more
 
motivated to write well when they know their work will be
 
read by peers (Peha, 1997). Because the communication is
 
real, and not seen as a classroom exercise, students are
 
willing to put more effort into their writing. Computer
 
simulations where student-student interaction is high develop
 
more language fluency because of the authentic nature of the
 
language practice. The quantity and quality of writing
 
increase when it is seen as relevant and meaningful.
 
Problem solving projects inspire students to use the
 
Internet in authentic language intensive tasks (Willis,
 
Stephens & Matthew, 1996). Some examples of these tasks are
 
electronic process writing where students publish their work
 
to receive feedback from other students, collaborative
 
writing where students from different schools contribute to a
 
shared creation, and social action projects which involve
 
students from different locations in meaningful social
 
interaction.
 
Computer simulations recreate social situations in which
 
28
 
students are encouraged to use language spontaneously. This
 
language is authentic and communicative (Crookall, Coleman &
 
Versluis, 1990). The focus is not on language form/ but on
 
the social situation created by the simulation. When
 
students participate in a simulation, they do not see the
 
time as spent on a class lesson. The language is not viewed
 
as practice, but real.
 
Debriefing a simulation is another authentic source of
 
communication (Jones, 1991). Having students discuss what
 
actually happened during a simulation, who was making the
 
decisions and how, and to discuss the reasons for this
 
behavior are all excellent sources of meaningful
 
communication. As group members share their findings, what
 
they have learned and how they finally solved the problem,
 
they are not only speaking, but they must practice listening
 
to others (Carrier, 1991). Critical questions by the teacher
 
as facilitator make this aspect of the simulation a language
 
learning experience.
 
SAFE ENVIRONMENT:
 
When students communicate with each other using e-mail,
 
the reader focuses on the message itself and much less on the
 
form, grammar, spelling and mechanics (Belisle, 1996). While
 
sending e-mail back and forth, partners begin to put aside
 
their biases and focus more on the person and what they are
 
saying. Shy students can express themselves and ask
 
questions when they normally would not (Peha 1997). Students
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who do not like to express themselves verbally in a group may
 
perform better when writing. Students tend to express their
 
opinions more openly without fear when behind a keyboard.
 
This gives them self-confidence and improves their writing.
 
Constant, direct and overt error correction is counter­
productive in computer simulations because text-based
 
simulations provide immediate feedback regarding reading and
 
writing in a non-threatening manner (Crookall, Coleman &
 
Versluis, 1990). Take for example, a student participating
 
in a computer simulation who must make a "life or death"
 
decision for their character. If they misread the
 
explanation that a certain type of fish is poisonous, they
 
will receive immediate feedback about their choice without a
 
direct insult to their reading ability. Their character dies
 
because of consuming the fish. This is very different from
 
the traditional behaviorist, "Wrong answer, try again."
 
Students will be given feedback on their choices without
 
having their motivation stifled by negative responses from
 
the computer.
 
Hypermedia and computer simulations similarly empower
 
learners by allowing them to choose their own path through
 
information. The teacher is not seen as the source of
 
information, but a facilitator (Turner & Land, 1994). By
 
placing students in a simulation, the teacher is no longer
 
seen as the focus of learning, but as a resource. In a
 
simulation, the teacher does not have the right to intervene
 
(Jones, 1991). The students must have power, including the
 
power to make mistakes. Whenever a question arises regarding
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the target language, culture or strategy, the teacher can be
 
consulted (Meskill, 1990). But it is the students' role to
 
think and make meaning for themselves.
 
People also do not like to feel that the computer is in
 
control, directing what they do without giving them choices
 
or explaining options (Turner & Land, 1994). By giving
 
visible choices, good software empowers users by letting them
 
know what will happen with their input. Users will better
 
understand the results of their actions because they were
 
warned before the mouse-click or return. Giving control to
 
learners can happen by providing enough time for learners to
 
complete their work, or by letting learners establish their
 
own methods and levels of control (Egbert, 1996).
 
VISUALS:
 
HyperCard© is one example of hypermedia software that
 
allows the user to navigate through large bodies of text,
 
pictures, sound and video with great ease. It lets the user
 
control what information to interact with and what
 
information to ignore. HyperCard© and similar hypermedia
 
software allow attractive, meaningful graphics to enhance a
 
learning environment (Turner & Land, 1994). Graphics make
 
the environment more attractive (and thus motivational) to
 
the learner, and they can make the software easier to use.
 
Visuals provide greater similarity between the simulation and
 
reality (Rieber, 1994).
 
Hypermedia's full color graphics, music, video, and
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other forms of information transfer simulate real-life
 
situations (Bermudez & Palumbo> 1994). This provides the
 
context necessary for the attainment of meaning and thus
 
promotes second language acquisition. Hypermedia goes beyond
 
a visual presentation with other modalities such as sound and
 
animation. As a result, the concrete, real world can be
 
simulated in a classroom. As the learning environment
 
becomes less abstract, relationships between concepts and
 
words are strengthened.
 
The Macintosh© platform effectively combines text and
 
graphics with very little effort (Rieber, 1994). This
 
platform has changed the way that learners interact with a
 
computer. Graphics are now integrated not just in
 
application software, but even in the operating system. The
 
marriage of text and graphics is no longer seen as a hurdle
 
that must be overcome by software designers. This make the
 
software they produce more accessible to English Language
 
Learners.
 
PROCESSING TIME:
 
Computer simulations allow real-time processes to be
 
slowed down so that feedback can have meaning and students
 
are able to formulate a response (Rieber, 1994). This is
 
particularly helpful when the real-life process being
 
examined in the simulation happens so quickly that English
 
Language Learners would not be able to make the connection
 
between their input and the consequences of their actions.
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Feedback is more relevant because cause-effect relationships
 
are more apparent.
 
Carrier (1991) found another advantage of computer
 
simulations in that students can interact with the computer,
 
and then move away into a small group discussion about what
 
the next step ought to be. They can return to the computer
 
and resume the simulation without disrupting the time flow of
 
the simulation. This allows the wait time needed for
 
language learners to decode the information, formulate an
 
answer and find the correct wording to express their
 
thoughts. The time pressure is removed so that students are
 
able to focus on the face-to face communication that will not
 
only solve the simulation dilemma, but also increase their
 
language proficiency.
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CHAPTER THREE:
 
RESEARCH DESIGN AND HETHODOLOGY:
 
PROBLEM BEING ADDRESSED:
 
Can a computer-based role-playing simulation that
 
engages high school English Language Learners in an
 
international negotiation meet their unique language needs to
 
facilitate writing improvement and increase academic content
 
knowledge and critical thinking skills in a SDAIE World
 
History class?
 
CONTEXT:
 
Data was gathered during a three week unit on the Middle
 
East. A SDAIE World History class at Moreno Valley High
 
School used a Local Area Network and eight Macintosh©
 
computers to conduct a teacher-created computer simulation.
 
This HyperCard© based simulation created a role-playing
 
international negotiation between countries trying to bring
 
peace in the Middle East.
 
The students were English Language Learners at the
 
Limited English Speaking (LES) level. Their English was good
 
enough to understand instructions and read the text with
 
basic understanding. They mostly came from Spanish-speaking
 
families. Their typical pattern of education has been
 
sporadic. Their instruction in their first language has
 
often been disrupted by frequent moves and gaps in
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attendance. Most came to California within the last three
 
years. There were a few Asian students who typically had a
 
more complete scholastic record in their primary language,
 
but also had much less exposure to spoken English. For most
 
of the students, this class was their first academic class
 
taught in English. They had either come from a bilingual
 
class, or they were new to the country. It is not unusual to
 
have a 40-50% failure rate in this class.
 
The English Language Learners in this SDAIE World
 
History class have often not had any previous academic
 
success in English. They have been placed into classes that
 
they were not linguistically ready for, and thus could not
 
understand what was expected of them. To defend themselves,
 
they Often put on an attitude that they did not care about
 
academic success, whether or not they really did. By the
 
time they came to this author's class, this attitude had been
 
ingrained so deeply that it took a great deal of effort to
 
cut through. The activities described in this chapter were
 
designed tO do just that.
 
SIMULATION PREPARATION:
 
Before any information about the Middle East Crisis was
 
presented, this author asked the students to create a "Middle
 
East Journal". This consisted of notebook paper folded in
 
half inside a construction paper cover. The students were
 
allowed to decorate and otherwise personalize their journal
 
because it was meant to be their primary means of written
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reflection on the issues they studied.
 
The first entry in their journal was to answer the
 
question: "Write a short essay explaining what some of the
 
problems in the Middle East are, include the Intifada, the
 
Golan Heights, West Bank, Gaza Strip, Occupied Territories,
 
Palestinian Liberation Organization, Israel, Jerusalem and
 
Zionism." This served as a pretest to determine students'
 
writing ability and academic content knowledge about the
 
Middle East Crisis
 
The students then received the necessary background
 
information to participate in the computer simulated
 
negotiation in a nxomber of ways. Teacher-led discussion of
 
religious background gave an historical framework to
 
understand the current issues. Readings were assigned from
 
the textbook and current newspapers to give more specific
 
details. Students were encouraged, but not required to write
 
whatever they wanted in their Middle East Journals to help
 
them internalize the information they were acquiring.
 
Students also created video presentations about assigned
 
issues relevant to the Middle East peace process.
 
These video presentations were designed to examine the
 
overarching question, "Who is Right? Israel or the PLO?" The
 
class was divided into six cooperative groups so that they
 
were balanced according to gender, native language and
 
linguistic and academic proficiency levels. Each group was
 
responsible for explaining one part of the big question. For
 
example, one group explained Israel's reasons for their claim
 
to the land in question. Another group gave the Palestinian
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point of view on this issue. The other issues were on both
 
sides of the Intifada question, and both sides of who is
 
sponsoring the terrorisin in the region.
 
tlideoCreator
 
mm
 
tntroduction
 
Israeli Prime Minister Netnayahu'
 
■ PLi Cbairman Yasser Arafat ■' ■" ■' ■ •'•' 
Land-Israel •sgrLand-PLOm J; 
Intifada-Israel
 Intifada-Fid:oTia:
y. j; 
Terrorism-Israel Terrorism-PLOI 
TABLE TWO: Video Creator Screenshot 
Each group was given a copy of a teacher-created 
HyperCard© stack, "Who is Right? Israel or the PLO" (Wilson, 
1996) that allowed them to read about their topic, see a map 
of the disputed territory, and with the click of a button, 
view three ABC News (1989) videodisc footage clips 
illustrating their specific textual information. Working 
collaboratively, students used this multimedia input to 
figure out what point of view they were going to represent. 
They then chose one of the three video clips available to 
them and planned their presentation for the class. 
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Each group stood in front of the class and explained
 
their side of the argument. They were able to use their
 
Middle East Journals as resources to help them explain their
 
position. They showed their video clip, explained its
 
significance, and then explained why they chose that
 
particular clip. Finally they answered any clarifying
 
questions from the class or the teacher.
 
When all six groups had presented their information,
 
students had a clear understanding of the issues at stake and
 
formed their own opinion. This author then asked them to
 
write a short essay trying to answer the big question this
 
activity was addressing, "Who is Right? Israel or the PLO?"
 
This allowed students to reflect on their own learning,
 
recognize multiple points of view and evaluate the evidence
 
that they presented. It also helped them formalize the
 
thoughts they had while other groups presented.
 
After these presentations, this author showed a National
 
Geographic (1986) videotape, "Jerusalem: Within These Walls",
 
that presented the historical and religious issues
 
surrounding the city of Jerusalem. This added to their
 
specific background knowledge, helped them to understand the
 
complexity of the crisis and that simple answers are not
 
available. After viewing the video, this author again had
 
them write a short essay in their journal explaining what
 
they saw as the major problems surrounding Jerusalem.
 
38
 
SIMULATION:
 
Students were then ready to be introduced to the
 
simulation. They had enough information and understanding of
 
the issues to have an intelligent discussion about them.
 
They understood that there is always more than one side to an
 
issue, and that other people will not necessarily agree with
 
them.
 
"Peace in the Middle East" (Payne & Wilson, 1992) is a
 
teacher-created HyperCard© stack that created a negotiations
 
simulation. The simulation had some graphics and maps, but
 
was mostly text-based. The technology was not meant to
 
present new information. Its main purpose was to serve as a
 
mediator of language between collaborative groups across a
 
local area network.
 
The negotiations proceeded through niomerous rounds.
 
Each round consisted of each group posting their opening
 
position for all countries to read.
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CHECK momSAhS
 
PS-OP0SALS:-: : V ^See
 
israe
 
Jordan
 
Lebanon
 
Saudi Rrabia
 
PLO
 
Syria
 
Send a Hessage Clieck Hessages Write aProposal Betnin
 
TABLE THREE: Check Proposals Screenshot
 
After reading other countries' proposals, each country's
 
team sent e-mail messages to other countries, responding to
 
their proposals. These messages were only read by the
 
authoring country and the recipient country.
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teams began to forge agreements that they thought would bring
 
peace to the region. This author asked students to write
 
short essays periodically during the course of the
 
simulation, explaining what they saw as the major problems in
 
the negotiations, and what they proposed as solutions to
 
these problems. This served to focus their thinking and give
 
them practice in writing clearly.
 
This author cut the simulation off after six days of on
 
line negotiations. Issues were not totally resolved, but
 
students were engaged in critical thinking and language that
 
was well beyond what they were capable of before this
 
simulation started. This author then had them write their
 
post-test essay. It was the exact same question they
 
answered before the activities began. They were able to use
 
their Middle East Journal as a resource, and they had an
 
entire class period to answer the question.
 
METHODOLOGY:
 
The data for this study came from two main sources: 1)
 
the hand-written student journals that included class notes,
 
reflections on the simulation, weekly essay questions and the
 
pretest/post-test essays to assess improvement over the
 
course of the treatment and 2) the computer generated
 
transcript of every message sent and proposal made during the
 
course of the simulation.
 
This author conducted a qualitative analysis of the data
 
gathered during the simulation. Representative samples of
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student journals were selected and used as case studies to
 
identify patterns of learning. Transcripts of the proposals
 
and messages that were sent during the simulation were
 
examined to see the results of using a computer-based
 
negotiations simulation to develop academic knowledge,
 
thinking skills and writing skills in English. For
 
continuity, this author included student quotes exactly as
 
they appear, including all nonstandard usages. The students
 
were referred according to the Greek alphabet and the
 
feminine pronouns to retain anonymity.
 
Subject area content acquisition was measured by teacher
 
evaluation of group presentations, journal entries, pre/post
 
essay content, country proposals and e-mail messages from the
 
simulation. Writing improvement was assessed by teacher
 
evaluation of journal entries, periodic essays, and pre/post
 
essay style. Writing improvement was also evaluated from the
 
teams' e-mail messages and proposals that were posted during
 
the course of the simulation.
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CHAPTER FOUR;
 
DATA ANALYSIS:
 
ACADEMIC CONTENT AND THINKING SKILLS:
 
There were 34 students enrolled in the class, but only
 
24 students submitted journals that showed adequate
 
participation in the treatment activities. This was mostly
 
due to excessive absences or total disengagement with the
 
simulation. These extreme examples of student alienation
 
from class activities would be a source of further study, but
 
that is beyond the scope of this project.
 
JOURNAL ANALYSIS:
 
Students' background knowledge in the area of the Middle
 
East was very limited. This was apparent from the responses
 
to the pre-test essay: "Write a short essay explaining what
 
some of the problems in the Middle East are, include the
 
Intifada, the Golan Heights, West Bank, Gaza Strip, Occupied
 
Territories, Palestinian Liberation Organization, Israel,
 
Jerusalem and Zionism.". Even the students who had
 
assimilated some information from previous newspaper articles
 
or the evening news, started their answers with the
 
disclaimer, "I don't know much about this, but..." See
 
Appendix A.
 
Many students knew that there was fighting and killing
 
over religion, but they did not identify those religions.
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student Gamma was a good example of this tendency to blame
 
these unknown religions, "Its not much but, I know that some
 
people from Jerusalem don't like people from a different
 
religion."
 
Most students were unable to identify the sections of
 
land in question. One student was able to surmise that the
 
West Bank was "the left side of the lake", but she did not
 
know what body of water she was talking about. No one was
 
able to identify what the Palestinian Liberation Organization
 
was. One student even blamed the poor economy and farming as
 
the main problem. A number of students either wrote the
 
word, "nothing" as their answer or left the page blank.
 
Student Alpha gave a very typical response: "I really
 
don't have any ideal about the Middle East but I think in
 
Jerusalem couple of girls were killed by soldier and that
 
about it." This knowledge came from a newspaper article the
 
class had read a couple of weeks before as a separate
 
assignment. A number of students referred to this incident
 
as all they knew about the Middle East. It was apparent that
 
the common level of academic knowledge about the Middle East
 
was very low.
 
Even the students who showed the most content area
 
knowledge did not have a grasp of the basic issues at stake.
 
Student Beta at least knew two of the religions and what land
 
was in contest, "The only thing I kind of remember is that
 
Muslims, Hindus and Jews fought for Jerusalem. They all
 
wanted to take over. Even though Jerusalem is a small piece
 
of land." The incorrect inclusion of Hindus was left over
 
45
 
from the last unit covered in class on India/ where Hindus
 
and Muslims were in conflict. Student Beta knew that this
 
small piece of land was being fought for, even though she did
 
not state any specific reasons for this conflict other than,
 
"They all wanted to take over."
 
Student academic content began to show signs of
 
increasing as they began to interact with one another in the
 
video presentations. Every student present was fully engaged
 
by the creation of his/her own presentation. Students were
 
reading the text of the screen, taking notes in their
 
journals and discussing the meaning of what they had been
 
assigned.
 
When it came time for each group to view their three
 
video choices, they knew what they were seeing and what it
 
meant to their topic without any teacher assistance at all.
 
They viewed each clip multiple times and made their selection
 
of which one they were going to show to the class to explain
 
their point of view. They then planned their strategy for
 
how they could best convey all of the information in a
 
presentation.
 
During the presentations, every student participated
 
with his/her group. Each student explained one or two facts
 
that supported his/her position. The group then showed the
 
video clip and explained what it meant and why they chose it.
 
The class and teacher then asked clarifying questions to be
 
sure we understood what they had said. One third of the
 
students received all fifteen points possible because they
 
had explained their position perfectly. One third of the
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students scored only half of the points because they were
 
unable to explain what their information meant, or had to do
 
with the issue they were discussing. The other third of the
 
class scored somewhere in between.
 
These results showed a great deal of content learning
 
had occurred during the preparation for the simulation. The
 
amount of background information that the students possessed
 
was increasing through collaborative multimedia projects,
 
textbook reading, class discussions and videotape viewing.
 
This improvement in content knowledge was also apparent
 
from the periodic essays students wrote in their journals.
 
Most students wrote notes and drew maps in their journals for
 
their own benefit, but this was not required. They drew a
 
line in their journal to seiparate the essay from their own
 
journal entries. Journals were collected each night to keep
 
in touch with what they were writing. But this author would
 
not write any responses in their journals. These were not
 
dialogue journals. Any input this author wanted to give,
 
which was not much, was given verbally to the group as a
 
whole.
 
The first short essay assigned Was after all of the
 
groups had given their video presentation, only two days
 
after the pre-^test essay. Each student wrote in his/her
 
journal and answered the big question being discussed, "Who
 
is Right: Israel or the PLO?" Most students sided with the
 
group they had represented in their presentation, but almost
 
all were able to give concrete examples of why they believed
 
that.
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student Delta gave a typical response, "I agreed with
 
the PLO. They are fighting for have their own country, the
 
Israelites went out of Israel and now they want their land.
 
Israel invaded the occupied territories..." This student had
 
gone from blaming religion as the problem to explaining the
 
Palestinian argument that Israel had left the land that now
 
belonged to the Palestinians. Delta also identified the fact
 
that the "Arab countries don't want Jewish people in Israel."
 
This student now could name the key stake holders in the
 
conflict and what they are fighting about.
 
From the same video presentations, student Gamma was
 
able to deal with the same argimient from a different point of
 
view. Gamma compared the situation to a landlord leaving a
 
house for a time and someone else moving in while you are
 
gone. When you return, "...the people living there need to
 
leave, because they knew that you were going to return some
 
day. So for me the Israelis are right to fight for their
 
land." This demonstrates an understanding of the historical
 
setting of this conflict well beyond what had been apparent
 
only two days earlier.
 
Another example of content knowledge increase came from
 
student Alpha, who was able to give two concrete reasons for
 
her choice. "I agree with the PLO. I chose it because the
 
think that Palestine should have their own land...they were
 
born there and should stay there if they wanted to....I think
 
that everyone in the who(le) countrie should be free." Alpha
 
was able to state her opinion that the Palestinians should
 
have their land, and her reasons were that they were born
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there and they should be free to live there. This shows a
 
deep understanding of the historical facts that generations
 
of Palestinians have been living on this land, and the Jewish
 
occupation of these lands is historically recent. Again,
 
this demonstrates large increases in academic content and
 
critical thinking over a short period of time.
 
After viewing the National Geographic (1986) videotape,
 
"Jerusalem: Within These Walls", the students wrote in their
 
journals again to explain what they thought was the major
 
problem in Jerusalem. Most of the students were able to give
 
at least one historical fact to explain what the conflict was
 
about. Alpha gave a typical, but not totally correct answer.
 
"The issue or the problem in Jerusalem are with
 
four different religion. They who is the people of
 
Muslim, Jews, Armain and Christian want their own
 
piece of jerusalem. The Jews want to wall. Muslim
 
have the dome. The Christian think Jerusalem is
 
special because Jesus died there and Armain Im not
 
sure."
 
The misunderstanding about the Armenian Quarter of Jerusalem
 
was fairly widespread, but was cleared up during interaction
 
in the simulation. Alpha was able to correctly identify the
 
religious significance of Jerusalem to each of the
 
antagonists, and the fact that they have divided Jerusalem
 
among themselves.
 
With that historical foundation laid, the students were
 
ready to begin the computer-mediated negotiation. After the
 
fourth day of negotiations, the students wrote in their
 
journals and told what they thought would be an appropriate
 
solution to the problems they were negotiating. The purpose
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of this was to be sure they were focusing on solving the
 
historical problems in the simulation.
 
These solution essays also showed more academic content
 
knowledge increases. A very popular solution was to divide
 
the land into three sections, one for Christians, Muslims and
 
Jews. Student Beta had a most eloquent explanation of her
 
solution:
 
"Well one problem in the Middle East is the
 
occupied territory. The reason it is a problem is
 
because when the Tsraelies left their country the
 
Palestenians arrieved and took over the country.
 
But now the Israelie's came back and want their
 
land back. But the Palestenians do not want to
 
give it back.
 
My solution for this problem would be to
 
divide the land into equal parts and give one part
 
for each one. But the only way my solution will be
 
good is if they both agree with my proposal."
 
It is very clear that Beta had a firm grasp of the historical
 
roots of the conflict, and her solution was advocated by many
 
of the country-participants. In this essay Beta was able to
 
explain both opposing points of view and a possible
 
compromise. This demonstrates not only academic content
 
knowledge, but also critical thinking beyond the average high
 
school sophomore level. Many students were able to
 
generalize from the division of the city of Jerusalem between
 
conflicting parties, to the establishment of political
 
divisions in the disputed land.
 
The post-test essay was the best indicator of content
 
knowledge and critical thinking increases. Two grades were
 
assigned as evaluations of this dimension of learning. One
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score was given for the amount of improvement between the
 
pre-test essay and the post-test essay. The second grade was
 
for the overall quality of the second essay by itself.
 
Every student who attended class and participated in at
 
least some of the unit activities showed marked improvement
 
between the essays. Three-fourths of the students scored a
 
seventy-five percent or higher on this measure. Students
 
were no longer beginning their essays with, "1 do not know
 
anything..." On the second essay they were confidently
 
beginning, "The problems are..."
 
Student Epsilon went from a five line pre-test essay
 
that vaguely identified religion as the problem, to a full
 
page, single-spaced essay that correctly identified the
 
Occupied Territories as "the Golan Heghts,west bank and Gaza
 
strip," explained that the PLO wanted to "get the Israelies
 
out of the country," identified the Intifada as "riots in
 
order to scare them away," and many other historical facts
 
that were previously unknown to her.
 
Student Beta again showed critical thinking as well as
 
content competency:
 
"What I learned from this assignment is that making
 
Peace in the world is very hard especially if the
 
people do not try to help. I learned that there
 
are many problems like in Israel were people are
 
fighting for a piece of land called Jerusalem.
 
Everyone wants it, the Jewish, Muslims and the
 
Christians.
 
That resulted in a big peace problem. Another
 
problem is the occupied territores in which both
 
Isralies and Palestinians want to take over
 
Israel..."
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Beta was able to explain the facts she had learned about the
 
Middle East Crisis, but also convey some of the frustration
 
she experienced firsthand during negotiations. I could
 
almost feel the pain as I read, "There seemed to be many
 
solutions but it's hard to know wich one is the best." This
 
shows that Beta was fully engaged in her role as a diplomat
 
trying to solve an international crisis of world-wide
 
importance.
 
Student Gamma had a similar response. She went from a
 
three line essay that explained, "Its not much but, I know
 
that some people from Jeruslem don't like people from a
 
different religion." to a two page single-spaced essay that
 
begins, "Well all started when the Jews lived in Israel 3,000
 
years ago..." Gamma proceeded to use almost every historical
 
fact discussed over the last three weeks to answer every
 
aspect of the question prompt. She even contributed her
 
solution about dividing the land in pieces for each religion.
 
There is no question that Gamma increased her content
 
knowledge as a result of this activity.
 
Student Delta also showed remarkable gains in content
 
knowledge. Her first essay was one paragraph about religious
 
conflict in Jerusalem that ended, "I'm not very sure about
 
what is it." Her second essay was a page and a half that
 
started, "To bring peace to the Middle East, we have to
 
resolve the problem of people who live there... Some of the
 
problems began when the Jews were kick out of Israel, then
 
the Palestinians took over Israel..." She continues to
 
elaborate on the specific problems and concludes with her
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solution about dividing the land and allowing each religion
 
to have permission to visit their moniaments in Jerusalem.
 
Critical thinking as well as content knowledge are apparent
 
in her second essay that were not present in her first.
 
Even a student who did not totally grasp the historical
 
context was able to explain what they understood about the
 
conflict. Student Alpha wrote, "...when there is a war
 
between countries like Jordan and the PLO just fighting for
 
Jerusalem and the war keeps on going and going and it won't
 
Stop." She might be confused about the combatants and who is
 
fighting whom, but she clearly understands that this crisis
 
in not new, and there are many people who are fighting for
 
the sake of fighting. She concludes that "...some just wants
 
war." This shows insight into the possible motives of the
 
participants in the Middle East conflict and why it is not
 
any easy conflict to resolve, demonstrating critical thinking
 
of a fairly sophisticated level.
 
ANALYSIS OP E-MAIL AND PROPOSALS:
 
By examining the proposals posted by each country, it is
 
apparent that the academic content and thinking skills of
 
these English Language Learners improved over the course of
 
the simulation. Syria and Jordan both had proposals in round
 
one with absolutely no content and very little thinking in
 
evidence. Syria wrote, "We think that the best way to make
 
peace is to come to an understanding on which every one can
 
agree.everyone who want's to throw it down, can bring it on.
 
53
 
now let's talk." There is a vague desire to begin discussion
 
among nations, but there is no specific issue mentioned.
 
Four other countries wrote proposals in the first round
 
that called for the division of the land to bring about
 
peace. Saudi Arabia had the most accurate content when they
 
proposed, "three pieces one for each religion Christians,
 
Muslims, and Jews." The PLO suggested that because there are
 
four religions, the land should be divided into four parts.
 
They did not name the four religions, because they were
 
confused by the inclusion of the Armenian Christians in the
 
division of the city of Jerusalem.
 
Egypt's round one proposal was unique in that it
 
proposed dividing the land in half between the Israelis and
 
the Palestinians. There's was the only group to realize that
 
the Christians in Israel historically had not been part of
 
the violent struggle for power. Egypt also gave an excellent
 
reason for their proposal, "...stop fighting for just a piece
 
of land that is worthless than the lifes that have been took
 
by anger and hate of regular civilians." According to this
 
team of students, the value of human life and the violence
 
done to civilians were powerful motivators to bring peace to
 
the region.
 
Other points of content confusion were apparent in
 
Israel's and Lebanon's opening proposals. Israel said,
 
"...there would be no more wars between the PLO and the
 
Muslims." They confused these two groups of people, and did
 
not realize that they were both fighting against Israel.
 
Lebanon's error was that their opening issue was that they
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wanted to be independent. Somehow they had confused the
 
plight of the Palestinians in the Occupied Territories as
 
their own. This author did not intervene in these
 
confusions, the intent being to see if the student
 
interaction would bring clarification.
 
By round two, every group was beginning to show content
 
knowledge increases. Lebanon started their second proposal,
 
"To all the Middle East as you know we are free..." They had
 
been able to correct their misconception by interacting with
 
other teams in the simulation. The PLO was able to show in
 
round two that they realized there were only three religions
 
at issue in Israel. They proposed dividing "...Israel into
 
three equal parts, one part for Muslims, the other for Jews,
 
and the last part for Christians." This indicates an
 
increase in understanding as a direct result of negotiating
 
meaning with more capable peers. These students were
 
operating in their Zone of Proximal Development.
 
Not all countries showed such great improvement in round
 
two. Syria was now including some academic content in their
 
proposal, but that content was not correct. They proposed,
 
"...we can find a solution by putting down our weapons and
 
try to divide the land into four countries..." Syria, and
 
most of the countries involved in this negotiation, are not
 
using weapons at this point in history, and this team was
 
still off on the notion of four religions.
 
Egypt's team showed some insight in the second round
 
into the international nature of the conflict between the
 
Arab countries and Israel. "Are proposal is to continue with
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the peace, between the Israeli country and its
 
neighbors...And also we (all countries arround Israel)..."
 
This team realized that even though the focus of the conflict
 
was on the Palestinian people, it was the Arab neighbors who
 
could put the pressure on Israel to change their policies.
 
This team was able to reflect on their nation's role in the
 
negotiations, thus demonstrating thinking beyond what they
 
had started with. They had been able to think like an
 
Egyptian diplomat instead of a high school student.
 
Also in round two, Jordan added a piece of content
 
knowledge and depth of insight to the negotiations. They
 
said, "one of the problems in the middle east is people want
 
to be herd. So they riot,and rock throwing. The way to
 
solve it is to let the people talk, and see how they think we
 
should solve it." This team brought up the specific events
 
of the Intifada as an example of why the negotiators should
 
accept input from the Palestinians. They made the connection
 
between the violence they had witnessed in the video
 
presentations and the frustration of the Palestinian people
 
over not being listened to. This team was able to combine
 
academic knowledge and critical thinking in a way no teacher
 
could have ever planned. They used the multimedia input in a
 
non-threatening context to go beyond the surface issues and
 
risk making a statement over the computer network that they
 
normally would not have made in a class discussion.
 
Another improvement seen in round two was the inclusion
 
of visual messages to help explain textual proposals. Every
 
team had access to a political map in the HyperCard© stack
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that controlled the simulation. All they had to do was click
 
on a button marked, "Maps" and they were sent to the map page
 
shown below. They could then use HyperCard©'s drawing tools
 
to make modifications to the map and post this map for all
 
countries to see by clicking on the "Send This Map" button.
 
They could view other countries' maps by clicking on the "Get
 
a Map" button.
 
<jDl - • • C Get a Map - C Start Ouer ^ C Seiiil This Map ^ 
 
fLebanon
 
Beruit _
 
Damascus
 
A
 
Syria
 
Iraq
 
Amman

'Jerusalem «
 
Jardaii
 
Israel
 
Egypt
 
TABLE FIVE: Initial Map Screenshot
 
Lebanon was the first to use this medium of
 
communication. They proposed dividing "the land into four
 
parts. we are going to show you a map how to divided the
 
land. Look at map leb2." (shown below) Even though the
 
divisions were somewhat arbitrary and did not solve the major
 
issues surrounding the occupied territories, the inclusion of
 
this map showed that the team was making connections between
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 what they were saying in text, and the actual countries
 
involved in the simulation. In their proposal they did not
 
elaborate on why they drew the lines in the places they did,
 
but again. This author was not going to intervene in the
 
course of the simulation to see if student interaction could
 
clarify their meaning.
 
- • ■ "t Get a Map -^t Start Oner ""1 C Send This Map 
ChristTan
 
'neihMini
 
" 4 A- A A A
 
M A A A A A A
MAP
 
*^A A A A A A
 
n A A A A A A
 
^A A A A A A ^
LEE2 H Muslim
 
Ky Jew
 
■■W"'
Damascus 
Aremian 
Syria 
\'L\ 
Iraq 
Amman
'f'jf 
■V_"Ai

V"%\V«V\WW-V-V
 
Jordan 
f^BirmrBtrstr'trB
 
A-Va'W-'bA
 
V"^» 
Egupt ^ggS 
TABLE SIX: Student-Modified Map One Screenshot 
In round three, both Saudi Arabia and the PLO referred 
to maps they had prepared for their proposals. The PLO map 
divided the region into three parts similar to Lebanon's map. 
Saudi Arabia took a different bent. They divided Israel into 
two countries, Israel and Palestenia (see map below). They 
said, "We believed that the best way to get it is by dividing 
the land into equal parts.One for each group Palestinians and 
Israelies." Again, they did not offer much reasoning for 
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their division, but they did evenly divide the controversial
 
West Bank right down the middle, and even divided Jerusalem.
 
This demonstrated the use of critical thinking in coming up
 
with an acceptable compromise for both antagonists.
 
<j3' ■ ■ -C Geta Map '^C Start Ouer C Send This Map 
fLebaiKin
 
Damascus
 
Syria
 
Palestenia
 
Iraq
 
Amman
 
«
 
Jordan
 
Israel
 
Egypt
 
TABLE SEVEN: Student-Modified Map Two Screenshot
 
Other indications of content knowledge and thinking
 
improvement were seen in the text of the third round
 
proposals. Three of the country teams called for dividing
 
the land. The PLO gave the reason that "We know Israel is
 
important for three religions, so we think is better divide
 
the land." This showed they had increased their content
 
knowledge to realize that there were three religions, not
 
four like they previously thought. It also showed that they
 
were reasoning more about the knowledge they had acquired.
 
They were now giving reasons for the divisions they were
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advocating. As mentioned earlier, Saudi Arabia had gone
 
beyond the three divisions to realize that there were two
 
main cbmbatants in Israel. Their third proposal was to
 
divide Israel between these two groups.
 
Three of the country teams moved beyond the idea of
 
dividing the country of Israel in their third round
 
proposals. Egypt said, "In our last proposal we have said
 
that dividing the land would, be the best way but we haven't
 
think very much in moving the people arround, what the people
 
is going to do, or anithing alike." This showed some
 
metacognition, or contemplating of their own thinking
 
processes. The team members were analyzing their previous
 
proposals in light of the logistics of dividing the country.
 
They realized that their first plan was not very practical,
 
so they came up with a whole different approach, "So now we
 
think that the best solution would be if every-religion
 
respect the others. With out fighting for land,or other dvim
 
reasons." They changed their perspective and began to pursue
 
a different solution to the crisis. They did not offer a
 
very concrete way to accomplish this, but it was apparent
 
that they were progressing toward a clearer understanding of
 
the complexity of the issues they were dealing with.
 
Lebanon also showed a great deal in content knowledge
 
increase as well as thinking skills in their third round
 
proposal. They added a very specific fact to their proposal,
 
"Well as you know that the problem in Israel is the muslem
 
dome and the Jews wall." They were specifically mentioning
 
the two sacred locations to the two major antagonists. The
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Dome of the Rock is holy to the Muslims, yet was built on the
 
site of the second Jewish Temple. The Wailing Wall is the
 
only part of that temple that is still intact. The close
 
proximity of these two shrines has caused a great deal of
 
conflict over the years. The Lebanese team was able to use
 
these facts to move away from the division that they
 
advocated in the last round, and move toward a more
 
integrative proposal like Egypt. Lebanon said, "We say that
 
we should all get along and that the Jews shold pray in peace
 
and so do the muslem with out any of them interfering."
 
Instead of dividing the land, this team wants the people to
 
share these sacred areas in peace. This is another example
 
of using historical knowledge in a critical manner to propose
 
creative compromises.
 
By the third round, Israel was also echoing this cry to
 
move away from division of their land toward living together.
 
Without any intervention by the teacher, almost half of the
 
groups had worked through the possible scenario of dividing
 
the land among the combatants. They had examined the
 
historical facts and applied reasoning that brought them
 
around to the conclusion that political divisions were not a
 
viable alternative. They then began to pursue a second
 
course of action, integration. Because of time limitations,
 
the simulation had to be brought to a close, but the students
 
would probably have applied the same level of reasoning to
 
this second plan in an attempt to make it work.
 
Analysis of the e-mail messages sent during the
 
simulation provides evidence that content and thinking were
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increasing over the life of the simulation. The first
 
messages sent on April 1 were rough and undiplomatic. Jordan
 
sent an offensive message to Lebanon in response to their
 
opening proposal about wanting independence, "WHAT ARE YOU
 
TALKING ABOUT!1111!!!" The PLO was much more diplomatic in
 
approaching Lebanon's obvious gaffe, "We the PLO think you're
 
wrong because you are free already." This was all the
 
feedback Lebanon got on this mistake, but it was enough to
 
get them to change their position by round two.
 
other messages sent on April 1 were either indicators of
 
support or disagreement with little or no reasons
 
accompanying them. The PLO wrote to Egypt, "We the PLO agree
 
with you guys." Some countries also included a restatement
 
of the position they were concurring with. Jordan wrote to
 
the PLO, "We think you are correct about spilting the
 
religions.so power to you." This shows that the team had at
 
least read and understood what the PLO had proposed, and what
 
they were agreeing to.
 
The best messages on April 1 were specific and cited
 
examples. Jordan said to Israel, "We like your idea about
 
oil, but the way you are going to split the counry, how are
 
you going to do it." Jordan told Israel exactly which part
 
of their proposal they liked, and which part they had some
 
concerns about. This kind of message could open the
 
possibility for further negotiations.
 
By April 2, the messages began to be more content^laden.
 
The PLO wrote to Israel, "...it would be divided into three
 
equal parts, one is Jewish the other is Muslims and the tird
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one is Christians." These kinds of content facts were
 
beginning to give meat to the discussion. Instead of vague
 
statements about everyone liking or not liking each other's
 
proposals, teams were starting to discuss the relevant
 
issues.
 
Also on April 2, Syria wrote to Jordan, "... and we also
 
agree that we shouldent have any riots." They were including
 
this fact from the message they received from Jordan.
 
Further negotiation of meaning was requested by Egypt from
 
Jordan. They wrote, "Jordan we kind agree with you dividing
 
the land, but not in four parts, maybe in half would be
 
better." This was a very diplomatic way for Egypt to
 
emphasize the similarity of their positions, while also
 
trying to move Jordan away from the incorrect assumption that
 
there were four groups fighting Over the Occupied
 
Territories.
 
Saudi Arabia was not as tactful when they corrected the
 
PliO on this issue, "PLO You people should learn about history
 
before you say theres 4 religions when we know theres only
 
three they would be muslims, jews, and Christians." This
 
harsh remark was followed by a more diplomatic, "Don't think
 
we disagree with what your saying because were muslims are
 
selfs.we do agree but we just wanted to let you know you were
 
making your point of view look bad by making that mistake."
 
The Saudi team had figured out that they were Muslim brothers
 
with the PLO and wanted to correct them on a point of
 
accuracy. They were applying their content knowledge by
 
using higher level thinking skills.
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However there were still a nuiriber of messages that
 
contained no content at all. Lebanon wrote two messages that
 
were almost worthless. To Saudi Arabia they wrote, "we
 
agree" and to the PLO, "we agree with you." With no
 
explanation as to what this agreement was about, I am not
 
sure the recipients would understand these messages. It
 
could have been in response to a posted proposal, or an e­
mail message they had sent to Lebanon. Israel sent some
 
messages that were almost as lacking in content. To Egypt
 
they wrote, "Ok, we are glad you agree with us. Thanks four
 
your support1" This kind of a vague response could easily be
 
misunderstood because the original message could have been
 
sent on a different day. There was a lot of room for
 
confusion because they did not say what the agreement was
 
about. A team could have changed its position in the
 
intervening time, but because the messages were vague, no one
 
would know what was being referred to.
 
On April 3 there seemed to have been a breakthrough in
 
understanding about writing specific messages about what each
 
team was showing agreement about. The FLO wrote four
 
messages telling countries that they agreed with their
 
proposals to divide the land into three parts for the three
 
religions. They were telling others what it was they agreed
 
with. The PLO also wrote a message to to Lebanon in response
 
to the map they posted, "We the PLO have come to an agreement
 
with you in dividing the land of Israel and we agreed with
 
you about the map. Great ideal" They not only told them
 
what they were agreeing with, but congratulated Lebanon for
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doing such a good job explaining their point of view with a
 
map as an illustration. Other countries began to send maps
 
after they saw how effective Lebanon's map was. The use of
 
visuals to the English Language Learners was so helpful, that
 
they immediately latched on to the method as a way to make
 
themselves understood better.
 
Even though they were still a little confused about the
 
content, Syria began to be more specific in their messages
 
also. They wrote to the PLO, "we syria agree in dividing the
 
country in parts for religion but you say to divid it for
 
muslim,jews,and Christian but what about arminians???" They
 
were able to take the knowledge that they had and formulate a
 
clarifying question so that they could better understand the
 
negotiations that were occurring.
 
Egypt later wrote to Syria and cleared up any confusion
 
they might have had about the Armenians, "First of all there
 
are only three religions in Israel because the Arminian
 
religion is also Christian..." So Syria wrote to Lebanon,
 
"we also think we should divide the land into 3 parts we just
 
thought there were 4 religions OOPS?" The next day they
 
continued talking about three divisions, and no one ever
 
again referred to a four part division. This author never
 
had to correct this content confusion. It was accomplished
 
through student-to-student interaction through the course of
 
the simulation. Overt error correction would have taken away
 
the power of the student as negotiator and relegated them to
 
student as passive recipient of information.
 
A new strategy in the negotiations came from Egypt on
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April 3. They wrote to Jordan, "The PLO and us Egypt think
 
that the land of Israel should be divide in to three equal
 
parts for the three different religions in it. What do you
 
think? Do you agree?" This represents a new level in
 
persuasion not seen before in the simulation. The Egyptian
 
team was trying to convince Jordan by showing that other
 
countries agreed with them. By showing that the PLO was on
 
their side, they hoped to add more weight to their argument.
 
This showed higher thinking at work.
 
April 3 also became a breakthrough point for the Israeli
 
team. They had the courage to stand against the flow of
 
popular opinion and oppose the ideas to divide their
 
territory. They began to send messages like this message to
 
the PLO, "...Israel is to small of a country to divide. But
 
we dont have a problem in sharing the land with Muslims, Jews
 
and Christians." Their main objection is that their country
 
is too small to divide into smaller parts. They began to try
 
to move the discussion toward sharing the land and living in
 
harmony.
 
As other countries began to discuss Israel's proposal
 
they began to realize that the division idea was impractical.
 
On April 4, Jordan pointed out to Lebanon, "What are you
 
going to do if the golden, wailing wall, are in one
 
area...Look at map JORDAN." They realized that any division
 
was going to be impossible because of the proximity of the
 
holy sites in the city of Jerusalem. They included the map
 
as an attempt to show how dividing these areas would be
 
impractical (see TABLE EIGHT). Even though the locations are
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not accurately depicted on this map (they should have shown 
them all being inside the city of Jerusalem), it shows that 
the team was trying to use the map as an illustration to back 
up their textual argviment that these shrines were all in the 
same area, and that dividing the land was not going to solve 
the problem. 
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TABLE EIGHT; Student-Modified Map Three Screenshot
 
Egypt began to see the problems associated with the
 
division and started questioning others on the logistics of
 
such a plan. On April 4 they wrote to Lebanon, "...how do
 
you espect the people from other religion to move over other
 
places. Don't you think that there are going to be
 
problems." They did not directly attack the division idea.
 
They just raised a valid question about how the people would
 
be moved and the problems this would create. They had to
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have critically examined this idea and realized that it would
 
be a nightmare to move that many people. They were able to
 
take the content knowledge and apply it in a practical
 
situation.
 
The Israeli team began to get curt with the teams that
 
continued to press for division on April 4. They told Saudi
 
Arabia, "Israel is too small of a country to divide into
 
three different parts and if you really want this stupid war
 
to end why don't you guys take the Christians and muslums
 
in..." They restated their objection to the division of
 
their territory and offered an alternative. They asked Saudi
 
Arabia to give up part of their country to house the Other
 
peoples. No one else had offered to let the Palestinians
 
live in their country, yet Israel was able to come up with
 
this idea on their own. They were able to apply their
 
content knowledge in a creative manner to try to settle the
 
conflict.
 
Lebanon was still holding on to the division idea, but
 
they tried to come up with a way to reach a compromise. They
 
wrote to Jordan on April 4, "...if dome is in Israel
 
tetrretory let the mulem be in peace and let them worship in
 
peace, and the wall is in muslem terretory do the same thing
 
if these is not obey let them have a panishment." The
 
Lebanese team still wanted to divide the land, and to settle
 
the question about the holy sites, they wanted some form of
 
punishment if anyone bothered another worshiper at their
 
site. They were also becoming creative with the historical
 
material in an effort to find a solution.
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The next day of the simulation was April 14 because of
 
the Easter vacation. This author was concerned that the
 
break would have a stifling effect on the negotiations
 
because students would have forgotten what they were doing.
 
Instead, there were more messages with deeper content on the
 
14th than any of the previous days. Student teams seemed to
 
have been recharged by the absence and ready to make some
 
breakthroughs in the proceedings.
 
The PLO tried to solve the holy site dilemma by saying,
 
"...we think that it is better if each religion have
 
permission to visit the Domme and the Wall. What do you
 
think?" Not only did they offer a creative solution, but
 
they asked for feedback, offering the recipient a chance to
 
respond. They used this strategy on all of the rest of their
 
messages by including the line, "...Do you agree with us?"
 
They realized that by asking a question, they were more
 
certain to get a response.
 
The Saudi team offered the most reasoned objection to
 
the "let's all just get along together" proposal from Israel
 
that seemed to be gathering support from other countries.
 
Saudi Arabia sent a couple of messages that argued, "They
 
want to kill each other wath else do you think they want to
 
do..." and "Lets be realistic the of Israel will never get
 
along." The Saudi team still supported the idea of dividing
 
the peoples into different pieces of land.
 
Egypt seemed to have been fully converted to Israel's
 
plan, and eloquently advocated this approach to other
 
countries;
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"As we have been talking and looking for ways to
 
solve their problem, we think that the respect is
 
the most important thing, so if we let the
 
different religions discuse there problems they may
 
be come out with solving there problems, and
 
respecting the others, with out dividing the land,
 
don't you think that would be the best way?"
 
This team was reflecting on their own thinking processes and
 
showing the other teams that their objective was to find a
 
workable solution. They advocated respect instead of
 
division, and then asked for feedback from the recipient.
 
This demonstrated critical thinking in more than one aspect.
 
In other messages they offered solid reasons for this plan by
 
referring to the logistic nightmare of moving the people, the
 
problem with the sacred sites and the small sections that
 
would be required in division of the land. These were all
 
valid objections that others had also raised, but Egypt used
 
all of them in a concerted effort to win over other countries
 
to their point of view.
 
Israel responded to Egypt's obvious support, "Thank you.
 
At last somebody understand that dividing the land isn't
 
going to work...so just spread the word around." Not only
 
did Israel thank Egypt for their support, but they encouraged
 
them to do what Israel could not do on their own: win over
 
the other Arab countries to their point of view. This author
 
believes that the students did not realize how similar their
 
actions were to the real historical events that occurred
 
between Israel and Egypt, but the parallel was striking!
 
Israel got more specific in their explanation as to how
 
they were going to get the different religions to get along
 
together. In a message to the PLO they said, "...So what we
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plan on doing is setting a law. If we see more fighting
 
those people that contributed are going to jail. Possibly
 
killed. So we hope you change you're minds and help us make
 
this work." They said they were going to legislate harmony
 
between the groups and establish punishments for offenders.
 
This was a first step toward finding a solution.
 
Unfortunately either the PLO ignored this message, or did not
 
have time to respond. There were problems with this
 
proposal, and this author would be interested to see how long
 
it would take the other teams to realize that this would be
 
like having the fox guard the chicken house. But at least
 
Israel was making specific suggestions about how they would
 
bring peace to the region.
 
Lebanon was also converted away from the division idea.
 
They sent similar messages to Syria, the PLO and Saudi Arabia
 
saying, "we don't agree in dividing the land of Isael because
 
thats going to couse more problems, because the people dont
 
want to move." They took a stand, and gave a reason for
 
their change. They even offered a word of encouragement to
 
Egypt for their eloquence, "We agree nice aswer." It was
 
obvious that alliances were being formed as more countries
 
joined Israel in their proposal.
 
April 15 was the last day of the simulation. This
 
author expected to see the best negotiations occurring.
 
Syria stuck to their argument and even offered reasons for
 
their stubbornness, "we syria think that dividing the land
 
would be best because people already tryed to make peace and
 
it didnt work so by dividing the land no one would fill
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controled." Not only did they restate their position, they
 
offered two valid arguments for why the "let's all get along"
 
approach would not work. They brought up the historical
 
argument that the people had not been able to get along in
 
the past, and there was no indication that things were
 
different now. They also pointed out that the issue of
 
control, where one group was dominating another was not
 
resolved. Both were good arguments full of historical
 
relevance.
 
Saudi Arabia gave a polite reply to Egypt's excellent
 
argument in favor of getting along, "...its just we do not
 
believe they are really going to get along. Sorry but we do
 
not think that is a good solution." They made their position
 
clear and gave a reason why they could not support Egypt in a
 
very diplomatic manner.
 
The PLO also held to their division argiunent. They
 
restated their three equal parts division and allowing the
 
visitation to the monuments. But they also left a door open
 
so that they could check with their allies, "...but first we
 
having talking about this with the other countries and they
 
agreed with us..." A critical negotiating strategy is to
 
always leave room for a position change if you find yourself
 
isolated. The PLO team did not want to join Egypt, but they
 
wanted to check with their allies to see if they had
 
converted yet.
 
Egypt came up with another argument to support their
 
approach, "As you know most of the times the people follow
 
there leaders and if we can agree they can too..." Here
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Egypt was trying to convince Jordan that if the negotiating
 
teams could come to some agreement, the citizens that they
 
represent would respect their leaders' desires and learn to
 
get along with different religious groups. This was the
 
first time this creative argument had been used in the
 
simulation.
 
Israel was getting messages asking for clarification of
 
their plan with specifics, so they wrote back to Saudi
 
Arabia:
 
"Well our plan is to make a law saying that if
 
theres more fighting that they -the peoples- will
 
be sent to jail for at least 5 to 10 years in
 
prison, but it's really not going to be prison
 
they are gonna be doing all community service
 
without getting paid. Do you agree? If not, why?"
 
Not only did they list the length of the punishment, but they
 
made it beneficial to the community. Then they asked the
 
Saudi team to give specific reasons why they could not
 
support such a proposal.
 
Jordan refused to change their position. They responded
 
to Egypt, "How do you know that they will not fight and start
 
a war, if we bring them together to talk." They were afraid
 
that trying to force these groups to share the land would
 
cause even more violence. This was a valid argument, based
 
on historical precedent. Jordan was not afraid to hold to
 
their position, even when it was not popular. Part of this
 
courage comes from the anonymity provided by the network, and
 
the ability to delay an answer while they formulated their
 
responses.
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The most disappointing final responses came from
 
Lebanon. They finished with comments like, "YOU KNOW WHAT I
 
MEAN!", "We agree with you." "Why not." and "well have it
 
your way." I think this group had given up on the
 
negotiations because they saw that they were not going to
 
change anyone's position. They even resorted to trying to
 
deceive other teams. They told the PLO, "you are the only
 
one that don't agree with us," when there were many teams
 
that didn't agree. They were doing this as a last ditch
 
effort. Even though they lacked content, these messages
 
definitely sent a message to the other participants. It was
 
apparent that the other teams were feeling some of the same
 
frustrations as the Lebanese team. It was a good time to
 
bring the simulation to a halt.
 
WRITING SKILLS:
 
Before beginning this unit, students had been instructed
 
in essay writing. This direct instruction included practice
 
in sentence and paragraph formation, including the three
 
elements of an essay: introduction, body and conclusion.
 
They had been instructed and practiced changing questions
 
into sentences, and correct spelling, punctuation and
 
grammar. These were the areas that would determine
 
improvement in writing.
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JOURNAL ANALYSIS:
 
In the pre-test essay, not one of the students used the
 
correct introduction-body-conclusion format. Most students
 
used complete sentences, but their essays were so short, that
 
many would not qualify as a complete paragraph. Most pre
 
test essays were only one sentence.
 
The most common grammatical problem was run-on sentences
 
that reflected the disjointed knowledge base the students
 
were operating with. Student Delta is an example of this
 
problem: "I know that countries like Jerusalem, and Israel
 
are having conflict about the peace, the religion is one of
 
the big problems (like the dead of the 7 girls)." Delta had
 
three thoughts that she was trying to express in this one
 
sentence. But because she was not clear about the
 
relationship between the three she included them all in the
 
same paragraph. She tried to show that the deaths of the
 
school girls that she had read about in the newspaper was
 
somehow an example of religious problems. She did this by
 
placing her example in parentheses, but offered no
 
explanation about the connection. She would have been hard
 
pressed to explain this connection, because the soldier who
 
shot the school girls was an emotionally unstable Jordanian,
 
who was not acting out of conviction.
 
The rough nature of these pre-test essays is also
 
reflected in Epsilon's paragraph, "...And thats about it. oh
 
yeah! also about, Mikkha. in Soudia Arabia, that the rock
 
that the Angel gave to Mohammed is there." A totally
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unrelated fact about Mecca that Epsilon picked up from a
 
class discussion was tacked on to the end of her essay as an
 
afterthought. She used a verbal conversational register as a
 
transition, "oh yeah!" to show that this sentence was added
 
probably a few minutes later after thinking about the
 
question again.
 
After only two days of interaction with the multimedia
 
presentations from the ABC News (1989) videodisc, everyone's
 
essays were improved greatly. Some only wrote a sentence or
 
two, but most wrote at least one complete paragraph in answer
 
to the question, "Who is Right?" Some students even used the
 
introduction-body-conclusion format. Student Delta used a
 
crude form of this structure when she started her essay, "i
 
agreed with the PLO, they are fighting for have their own
 
country..." and then she ended, "I agreed with the PLO,
 
because they are fighting for their land." The body of her
 
essay gave specific examples that she had learned about this
 
struggle for the land from the presentations.
 
Many students simply repeated their introduction word
 
for word in their conclusion. Student Gamma was a little
 
more eloquent in her essay, "I think the Israelis are more
 
right over the land, there are fighting for." and then, "So
 
for me the Israelis are right to fight for their land." At
 
least Gamma changed the wording a little to give variety to
 
her conclusion, while restating the same thesis.
 
Spelling and grammar were still major problems. The
 
technical vocabulary was not where the greatest spelling
 
problems were. Most students were spelling Israel,
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Palestinian and Occupied Territories correctly. They had
 
seen these words in the text and had them written in their
 
journals to use as reference. It was common words like,
 
"countrie," "oportunity" and "righ." that the students were
 
misspelling. They had access to dictionaries to check their
 
spelling, but many did not know that they had misspelled the
 
word, and there was not enough time, or motivation, to check
 
every single word. These periodic essays were simply a tool
 
to focus their thinking while practicing their writing
 
skills. This author did not think it important to correct
 
their usage because of the focus on making their meaning
 
clear.
 
Grammar mistakes were fairly common in these essays.
 
Student Delta had perfect spelling and included an
 
introduction, body and conclusion, but had numerous grammar
 
mistakes. One problem was with capitalization of proper
 
nouns, "israelites" and "arabs". Subject-verb agreement also
 
seemed to be a problem, "Israel say that the PLO are making
 
terrorism for Israel, but Israel don't want make peace with
 
any country around them and they are making terrorism to the
 
countries around Israel." She had assigned plurality to the
 
nation of Israel and the PLO, probably due to the fact that
 
there are many people within these groups.
 
Student Alpha also had clear ideas and proper essay
 
structure, but many spelling and grammar errors:
 
"I agree with the PLO.
 
I chose it because the think that Palestine
 
should have there own land, and in the clip it said
 
that Palestine is there land, they were born there
 
and should stay there if they wanted to. if there
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is two countries fighting for a land or who land
 
it's is it would probably be better if ..."
 
Even though her ideas were clear and argument strong, the
 
repetitive (and sometimes incorrect) use of the word "there"
 
was very distracting. And the tangled "it's is it" was even
 
more confusing.
 
So even though there was a great deal of improvement in
 
the style and structure of these essays, the grammar and
 
spelling were still getting in the way of clear communication
 
of meaning.
 
in the next essay, identifying the problems around the
 
city of Jerusalem, not only structure, but also grammar and
 
spelling showed remarkable increases in accuracy. Like many
 
of the students, Delta wrote two complete paragraphs, each
 
one expressing a separate idea. The first paragraph
 
explained specific examples of why Jerusalem was important to
 
each of the three religious groups. Then the second
 
paragraph explained how she would divide the land among those
 
groups to bring about lasting peace. A few minor gr^nmatical
 
errors did not distract from the meaning at all.
 
Student Gamma had more mistakes than Delta, but fewer
 
than she had on the previous essay. She used an introductory
 
sentence,"One problem in the Middle East is in Israel." She
 
then explained what that problem in Israel was in the body of
 
her paper. In her concluding paragraph she wrote, "My
 
solution would be that they should just solve there
 
difference and respect there different religion." Like
 
student Alpha, she misused "there". Gamma also had a problem
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with the plurality of the objects, like student Delta. These
 
kinds of common mistakes could be used as points for direct
 
grammar instruction by the teacher instead of going chapter
 
by chapter through a grammar book. Starting from student
 
characteristics when creating curriculum was one of the major
 
findings from the literature review.
 
The final essay in their journal was the most impressive
 
display of writing improvement. Everyone included at least a
 
one sentence introduction, a paragraph or more body, and at
 
least a sentence in conclusion. No one started with, "I
 
don't know much, but..." On the contrary, many started their
 
introduction like student Beta with, "What I learned from
 
this assignment is..." Just the choice of wording showed a
 
great deal more confidence than their pre-test essays.
 
Probably one of the best introduction paragraphs came
 
from student Epsilon, "The problems that makes this contry
 
full are many. In the following paragraph I will point out
 
some of them." The function of this introduction is clear.
 
She is going to tell us some of the many problems that these
 
countries are facing. This helps the reader to see that
 
there is even more than just the issues the writer is going
 
to address.
 
The bodies of these essays contained various historical
 
facts and examples to support the theses laid out in the
 
introductory paragraphs. Grammar, spelling and other usage
 
difficulties did not interfere with the meaning at all.
 
Students were able to spell the content vocabulary because
 
they were still able to use their journals as a resource.
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The spelling mistakes still involved supporting vocabulary
 
such as, "arround," "neighther," and "differen." The
 
frequency of these misspelling is rare enough that it does
 
not interfere with the meaning at all.
 
The most impressive part of the body paragraphs was the
 
complexity of the language attempted by these English
 
Language Learners. Student Beta used an excellent
 
transition, "...That resulted in a big peace problem.
 
Another problem is the occupied territories..." She used
 
this statement to connect two of her examples in the body of
 
her essay, making a smooth transition of thought.
 
Student Alpha gave structure to her body through the use
 
of first and second, "From what I learned in communicating
 
with Other countries is first... Second when there is..."
 
This allowed her to put two related ideas into her one body
 
paragraph. These writing skills were never directly taught
 
in this class. Either the students were instructed in other
 
classes and they transferred these skills, or they picked
 
them up from modeling readings and conversations in school or
 
at home.
 
The level of vocabulary also dramatically improved over
 
the course of treatment. In the pre-test the student had the
 
same prompt that included vocabulary such as, "Intifada, PLO,
 
Occupied Territories and Zionism." Because of lack of
 
content knowledge, students did not use very many of these
 
terms in their pre-test essays. In the post-test essays,
 
these terms were used quite often and in the correct context.
 
Tertiary vocabulary also improved greatly. In the post­
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test essay, students were using fairly advanced vocabulary to
 
express themselves. Student Gamma used, "monuments,"
 
"neighther," "interfere" and "inaguration" in the body of her
 
essay so that the reader would understand the exact situation
 
she was describing. This was a big improvement from, "...1
 
know that some people from Jerusalem don't like people from a
 
different religion." The richer language of the second essay
 
was much more descriptive and conveyed a great deal more
 
meaning.
 
The concluding paragraphs fell into two categories.
 
Many students ended like student Beta, "For my conclusion all
 
I need to say is that I found out that making peace is very
 
hard..." She and others focused their conclusion on the
 
simulation activities and the solutions they tried to work
 
out. Many discussed the division of the land among the three
 
groups, and the difficulty of getting people of opposing
 
points of view to come to agreement. These students were
 
trying to apply the knowledge gained throughput the unit to a
 
practical solution. They had accepted their role as
 
international peace makers, and they were using this essay as
 
a forum for explaining their actions. I believe they were
 
fully engaged to the very end.
 
Many other students concluded their essays like student
 
Alpha, "So this is all I learned in the section about the
 
problems in the Middle East to have there peace." They
 
summarized their essay by saying that the body contained
 
everything they knew about the subject. Their conclusion was
 
a simple restatement of their introduction in different
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words. This was the simplest interpretation of what they had
 
been taught about essay construction.
 
It was very clear that over the course of treatment,
 
student writing improved in all areas. As they progressed
 
through the activities, the writing samples contained in
 
their journals showed a progression of improvement in
 
grammar, spelling and other usage areas. The use of the
 
introduction-body-conclusion was almost nonexistent at first,
 
but by the end of the treatment period was being used by
 
virtually all students.
 
ANALYSIS OF E-MAIL AND PROPOSALS:
 
The proposals posted at the beginning of each round
 
showed a progression of improvement in writing. Syria's
 
first proposal had correct spelling, but also many grammar
 
errors, "...on which everyone can agree.everyone who want's
 
to..." The only capital letter was at the beginning of the
 
paragraph. They did not leave a space after the period, and
 
the apostrophe in "want's" is not correct. By the third
 
round, Syria was able to post a message that was more than
 
twice as long, had a space after every period and only had
 
two misspelled words, "sacret" and "diffrent." These
 
improvements were made by the team with no overt correction
 
by the teacher.
 
The team representing Egypt also showed improvement over
 
the course of the simulation. In their first proposal, they
 
had one long run-on sentence linked by commas. There were a
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number of grammar errors and one spelling mistake,
 
"whorthless." By the third round, they had cleaned their
 
proposal up to the point where it consisted of two indented
 
paragraphs. The first one restated their previous proposal
 
and why they were abandoning it. The second paragraph
 
explained their new proposal and why they had switched, "So
 
now we think that the best solution would be if every-

religion respect the others. With out fighting for land,or
 
other dum reasons." The correct use of the period and
 
spacing is an improvement. There were still spelling errors
 
like the first proposal.
 
Lebanon also showed a little improvement, but not as
 
much. Their first proposal contained grammar mistakes such
 
as not capitalizing Lebanon. Their final statement also
 
neglected capitalizing Muslim, but the statement was more
 
than twice as long. It included this sentence, "We say that
 
we should all get along and that the Jews should pray in
 
peace and so do the muslem with out any of them interfering."
 
They were using complex vocabulary and sentence structure
 
with limited success. They were able to increase the
 
quantity of writing with a little increase in its quality.
 
Jordan did not show much improvement in their proposals.
 
There were nimierous spelling and grammar mistakes in both
 
their first and last proposals. Their round three proposal
 
started out, "one of the problems in the middle east is
 
people want to be herd. So they riot,and rock throwing..."
 
Capitalization, spelling, spacing and sentence fragments make
 
the meaning a little hard to decipher. They were able to
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express some good ideas, but their language interfered
 
somewhat with their communication.
 
From the e-mail messages sent during the course of the
 
simulation, there was also writing improvement apparent.
 
Syria started out writing their messages in all capital
 
letters. They said they thought that would be a more
 
effective way to get their point across because the class
 
knew that all capital letters represent shouting. They were
 
not told to stop, but by April 4 they had quit typing in all
 
capital letters and began to use them only at the beginning
 
of sentences. By the end of the simulation the only time
 
they wrote in all capital letters was to make a point, "YOU
 
PEOPLE LISTEN.How can you let..." Jordan followed a similar
 
pattern. On the first day they sent out four messages in all
 
capital letters trying to make their point. By the end of
 
the simulation, the only other message they used this
 
technique in was a message to Syria, "Syria, WHY CAN WE ALL
 
GET ALONG. I know why..." The emphasis was used sparingly
 
and appropriately.
 
The technique of using all capital letters at the
 
keyboard can be an effective way of expressing facial and
 
tonal communication that is possible in a face-to-face
 
conversation, but not in written text. These teams were able
 
to learn how to properly use this without direct instruction
 
from the teacher.
 
Saudi Arabia's team picked up on this technique in one
 
of their responses to Syria. The only message they wrote in
 
all capital letters said, "WHAT FOUR SECTIONS THERES ONLY
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THREE IDIOT." The use of undiplomatic language and all
 
capital letters conveyed a message well beyond what the
 
sentence alone could have done. This group had acquired a
 
communication skill that that were able to effectively use.
 
Another improvement over the course of the simulation
 
was proper spacing after punctuation. Jordan was a good
 
example of this. On April 1 they wrote, "We like your idea
 
about the oil,but the way you..." Many teams did nOt space
 
after periods or commas in their first messages. By the last
 
days of the simulation, most teams, like Jordan, had fixed
 
this problem, "...they are killing each other, whats the
 
differnts between..." Most teams were putting a space after
 
every comma and period in their last messages.
 
One area where improvement was not apparent was in
 
spelling. If a country began sending messages with proper
 
spelling, they usually remained consistent. The PLO team's
 
first messages were flawlessly spelled, "We the PLO disagree
 
with you because the best way to find peace is by dividing
 
Israel into four groups." They were correctly spelling some
 
fairly complex words. At the end of the simulation they were
 
still able to use difficult words with accuracy, "As we said
 
yesterday, we think that it is better to divide the land in
 
three equal parts..." There was no improvement because
 
spelling was not a problem for them. The only words they
 
misspelled were words that other teams had written to them,
 
like "domme" (in reference to the Dome of the Rock mosque).
 
They had never seen this word in text because it came from
 
the video on Jerusalem.
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Another example of a lack of improvement in spelling was
 
seen at the opposite extreme. Lebanon was having problems
 
with their spelling in their first messages, "...Israel is
 
very importan not jast for the people of Israel but for the
 
muslem to..." They were making mistakes in content
 
vocabulary as well as support vocabulary. Their spelling did
 
not improve by the end of the simulation, "...the land of
 
isael because thats going to couse more problems..." Their
 
meaning was always clear, but the level of their spelling did
 
not improve over time.
 
This lack of improvement in spelling can probably be
 
attributed to the fact that the groups were focusing more on
 
meaning than structure during this part of the simulation.
 
They were involved in an authentic use of language that did
 
not require accurate spelling. No one tried to correct other
 
teams' spelling mistakes like they did content errors. They
 
were playing the part of diplomats, so they saw no need to
 
focus on all elements of language as long as the meaning was
 
clear.
 
One area of improvement that was obvious was when a
 
group would send similar messages to more than one country.
 
This necessitated that they write the message over again.
 
Subsequent messages usually corrected mistakes from previous
 
ones. Israel was a good example of this. They wrote to
 
Egypt, "Ok, we are glad you agree with us. Thanks four your
 
supportJ Israel." Then they composed this message to
 
Lebanon, "We are glad that you agree with us. Thanks for
 
your support. Israel" They corrected three errors from the
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first message by including "that", using the correct "for"
 
and not putting a period after their signature. These are
 
typical mistakes that students make in their writing, and
 
they were able to correct them on their own. This was an
 
effective way for them to revise their work without seeing it
 
as language practice because of the authentic nature of the
 
writing.
 
Another area that did not show improvement was the use
 
of question marks. If a group used them properly in the
 
beginning of the simulation, they continued throughout.
 
Egypt was an example of this. On April 2 they asked Israel,
 
"...how are you going to be with our people (muslims) when
 
you get your country divide in half?" They continued to
 
properly use question marks for the rest of the simulation.
 
Whereas Jordan asked eleven questions throughout the
 
simulation and only used three question marks (mostly in the
 
middle of the simulation). This is another area where the
 
teams felt the need to get the meaning across was not
 
hindered by the exclusion of punctuation.
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CHAPTER FIVE:
 
CONCLUSIONS:
 
This study has demonstrated that writing skills,
 
academic knowledge and thinking skills of English Language
 
Learners in a Specially Designed Academic instruction in
 
English World History class can be improved in many different
 
ways. In particular, participating in a comprehensive
 
learning environment that incorporates key principles of
 
SDAIE and educational technology will enhance these areas of
 
student learning. The use of a computer negotiations
 
simulation as the culminating activity in this interactive
 
learning environment has proven to be very beneficial. The
 
following is a summary of my conclusions from this study.
 
One of the principles of SDAIE that was also critical in
 
educational technology was that the activities must be
 
Student-centered. This project proved to be very student-

centered. It met the four main goals of SDAIE because it
 
helped the students learn English, academic content, higher-

level thinking skills and promoted literacy. The project
 
revolved around the learning objectives, not the technology.
 
It was fairly simple in design, yet involved the students in
 
cognitively demanding activities.
 
The learners' background knowledge was activated by
 
creating shared experiences with the content before the
 
simulation started. Students of varied linguistic
 
proficiency were able to interact at their own level. The
 
simulation acted as mediator to make these differences less
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obtrusive. The levels of realism, challenge and curiosity
 
were suited to the high school English Language Learner
 
level. Almost all of the students who attended class during
 
the course of treatment were fully engaged in the simulation
 
right up to the last day. Students saw the activities as
 
fun, and not as language or content practice. The
 
environment did not revolve around grammar or content
 
objectives, yet these areas showed great improvement during
 
the course of the treatment.
 
Social interaction was another area where SDAIE and
 
educational technology were similar. This simulation
 
involved students in a great deal of social interaction.
 
Students were often brought into their Zone of Proximal
 
Development where the teacher and more often, more capable
 
peers were able to assist them in the learning process.
 
Students were actively involved in creating and negotiating
 
meaning while they were participating in this activity.
 
Problem solving became the main focus of student
 
attention, not the acquisition of arbitrary information.
 
Students learned to operate as a cooperative team instead of
 
isolated individuals in order to play the role of diplomats.
 
They collaborated in many different ways to make themselves
 
understood by their peers. The students had a high level of
 
control over the progress of the simulation as well as a high
 
degree of student-to-student interaction. The simulation
 
became a conversational catalyst of real communicative
 
practice, even thought the students were not perceiving it as
 
such. Students' literacy skills were being developed because
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they were striving to express themselves in print in ways
 
that they had never done before. This literacy went beyond
 
just the words and often expressed the emotion behind the
 
meaning.
 
One of the reasons this project was successful in
 
improving writing skills, academic knowledge and thinking
 
skills was because the learners saw it as authentic and
 
meaningful language. Instead of filling in blanks on a
 
worksheet, or writing a paper that only the teacher would
 
see, students were motivated to write well and express
 
themselves over the network because they knew that their work
 
would be read by their peers. Instead of asking, "DO I have
 
to rewrite this again?", they were involved in repetitive
 
revision of their work without seeing it as such. Students
 
used the journals they created for many different purposes.
 
Some students used their journal writings to reflect on their
 
own learning. Many used the journal as a personal resource.
 
Others took notes and drew maps to help their understanding.
 
These journals also became an important part of the authentic
 
assessment of student learning. It was easy to look at
 
student journals to verify the acquisition of content
 
knowledge and writing skills as they progressed through the
 
unit activities. Even the simulation itself was an excellent
 
demonstration of student learning of content and thinking
 
skills.
 
Both SDAIE and educational technology stress creating a
 
safe environment that encourages learner risk-taking. This
 
interactive learning environment met that requirement. There
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was no overt error correction required from the teacher. Any
 
correction that occurred came from more capable peers, and
 
obvious improvement was shown in almost all areas. Shy
 
students were able to express themselves without fear of
 
embarrassment because they had the anonymity of the computer
 
network to protect them.
 
The students were empowered by the simulation as
 
international negotiators. They quickly abandoned the
 
passive student role and became powerful diplomats with the
 
fate of millions in their hands. No student participating in
 
the simulation ever gave up and abdicated their control to
 
the computer or the teacher. They took responsibility for
 
their own actions throughout the simulation. The only
 
students not empowered by the simulation were those that
 
chose not to participate in it. These students did not
 
attend class during much of the preparation and negotiation,
 
did not join in any group discussion, and did not do any of
 
the writing assignments. The relationship between computer-

simulated negotiations and student motivation would be an
 
interesting extension of this line of research.
 
The rich use of visuals was also critical in SDAIE and
 
educational technology. In this unit, visuals played an
 
important role in helping students understand and convey
 
complex ideas and issues. Videodisc images, videotape images
 
and maps were used by students to help them communicate with
 
other learners. Students were able to make connections
 
between the video footage they had seen days earlier while
 
they were trying to solve problems during the simulation.
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The images made abstract concepts, such as the Intifada,
 
Concrete enough to use as evidence in an argument they were
 
presenting. The integration of text and graphics on the
 
Macintosh© computers, and especially in a HyperCard© stack
 
made the technology much easier for the students to use. All
 
they had to do was click on a button labeled "Maps" to get to
 
the map page.
 
SDAIE and educational technology both advocate allowing
 
extra processing time for English Language Learners. This
 
simulation allowed students to read a message from another
 
team and then take all of the time they needed to understand
 
it, formulate an answer and then type their response. The
 
Other teams were not sitting at their tables drumming their
 
fingers waiting for a reply. There were many other things
 
for them to do. Students' off-line discussions allowed the
 
wait time necessary for them to be in control of the
 
situation.
 
Finally, it is evident that the proper use of
 
educational technology with English Language Learners can
 
produce meaningful changes in a SDAIE World History class.
 
Traditional World History curriculum alone cannot meet the
 
unique linguistic and academic needs of this student
 
population. Basic content knowledge and advanced critical
 
thinking skills cannot be accessed by the English Language
 
Learner without modifications to the delivery system and
 
environment in which they are presented.
 
Using an interactive, student-centered computer based
 
negotiation simulation is an excellent way of creating a
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learning environment that facilitates language development
 
around academic knowledge and motivates critical thinking.
 
This would have to lead to a positive conclusion in answer to
 
the main question of this research: "Can a computer-based
 
role-playing simulation that engages high school English
 
Language Learners in an international negotiation meet their
 
unique language needs to facilitate writing improvement and
 
increase academic content knowledge and critical thinking
 
skills in a Specially Designed Academic Instruction in
 
English (SDAIE) World History class?"
 
As educational technology becomes more afforable, and
 
the population of California's public schools becomes more
 
linguistically diverse, questions like the one addressed in
 
this study will become even more important. Further research
 
needs to be conducted into how modifying learning
 
environments using the principles of SDAIE and educational
 
technology improves other aspects of learning. One example
 
already mentioned in this section would be the relationship
 
between computer-simulated international negotiations and
 
student motivation. Another example would be studying
 
computer-simulated international negotiations and their
 
effect on interpersonal conflict management skills that often
 
interfere with high school students' schooling. Data from
 
these studies would be very helpful in resolving the many
 
challenges that confront educators today.
 
93
 
APPENDIX A: Student Alpha's Journal
 
94
 
  
 
 
F1ic\c\le £ii7V~\4soes
 
Vlyi-\c Ti «5V\oyA 'C^s7k\^ VNJhTi-i soi^c o"f -VWti p^bitrmJ
 
-H>c tA\<A4\c ^ 4V»c
 
iVc^Vl^jW^A Erfinls, fe-^v7\ S^rv\^ f OcCwf\<d 7c^Y%\rDY\f^,^A\\!^\n^vx
 
- [.tWir^-Hc Or^«.>nt7^-x4-\t.ir> , \Cri>i»\ 7^rus^tU.^ 2>foiai\n^
 
X vfTii\N| don'"-VV>ywt"7ir\>^ tfi\Ad\f ft;rs\
 
biftV X ir> Tcv^i7i\<v*^ c(M^\t o-f ^ gub oj^yc ^ iWca V>>^ Sbldt^J
 
- rjvn^ if, ­
Mo4i$ t' 'PbU^Vihi'TIkv )oc "(roiw U»r|i^ 1.3eyMJ7v\eiyi
 
W»vv»-cf< ^ f(cAotr\.L-^\rf*^ o"? ,. Re\ii^ioyt a/
 
*Tcvw^A\rv» pr6b\w/.
 
^3tit jeri»lc»-N
 
6y»'^»VW<r«-lhin>- li Sf>CciA» bc-OiU^ J<'i.^i +v^
 |V«w>(i r»^ r» focf^
 
JrJyrMs a\<v- 4»-<^-j d4d divi<<^ ,4 ,iv^u43^,n .)*-\
 
. 7<rmi 7
 
-i)5\ l^"? \VSUt^ or -Vw. ip'TiVD^Cm )^f\Mn\onrk yw^ v^'-Vv^
 
<Sv\iiT>m /irVj cl\ -ajiJLCcj*^*^ •
 
1V>^ VaSn6\5 -Wl p-topU. cA fHv^Wvn ,3^"i5;Anr>T^io /iirvd
 
AAnshilA
 
v/ssaU .Mv\Sh»v> Vn7!o^-\W^ clp^C. CWisV^»n
 
•VV^^f'3^rv\S7\\^v\ s^ spci)ct^ 1 ^crv^c ^
 
SKm7ii<^ l>n hO^ ^ W\y-e. 7^\w^szvv^3 b«ivvj
 
^\VnoS.<-. 7*-V-C. pAoblUAtvO
 
TevtLfejaJiflA^. '
 
p'^^VsltVn P ivo T<ryur/»\rin TW pc?£>pi^
 
CMM>Iim ^'7 V^in+'fyvj'to -)M€^d
 
0>n^*A \ri\rc\ >p^fH/rs€ ^yr\( p/ir li. r-i^
 
^CU-TOJL fco.+M.jfrO-'O
 
.TWj ^wat^w^cc,»v^
 
rvv^a le-'Ui^kn^ lUiV- f^t^ l.
 
fijr vw^ Xjjibui^^ X -W»w^-\rW<vjsV.c^i^ Cco^c
 
wf i«;-Wi -n^ -vo ^.^  v^^^a wf vx-v^
 
^f-ih X'-
VtefilUiaM fut»p«^.oV,-l^">\CWi->Vr,.n,l^"Vlv.v~ 
V3t.\\*>,v lA'Vir.*fw • T\-'^^ •> <»tv^+TO^- OW 
■ o^ 4 'A*'^ 
95
 
  
 
 
 
 
 
. — tl-r l-'l(V ,„^j ■ .nil -r-y-'i 
\ \ ^ 
 
TrIrv!>..•:, 1 )I", ..- ,,-,vc,
 
- 1V>c P/%H ,hon V\r.,-> fo^ v nV-^ luir, y VHr »•;• •ArrI v>-t
 
'•z' \'AHt STiirl t='riiri»»x'>c. s\x<uv),< V>-, Vi>,w«r<( hv,^> -V.o(j
 
^ II'" • • t r";\f )r'Ma<\^ r\,\r\ ''-^c ' V>ir.
 3AfcA;7 mVTir.ilfn Tre/Ii-u»k.Au-ivm+ -iK-\i,^,li^
 
?nr1'•^'-(Arl i-. -VAK-f's r wrK .' ^
 
.]. i -w jL iri^i'ec. U.''\h '\\,\si_ PLi> ,
 
^ \ V v:>tcrLL;.^:wc
 
iVAoi,i^i^h,riw^.A)v,re oxM'a iTM'ia in C'i ip w^niri
 
"'n^frhnf 15 thfi'/- VTii-r.^ _H-ie-.^ u^i^rf •V\>j?rc

ni'icl ■S\\vnx\('j cViv, Vi^fcY. if \\^€j vU7vnArdVi> . \ f AUc/C 
\^ CGUin-^iVu:': -l'\r/)ViArVAfj -bvTi \7\nd oy ^mV\d VAi-^d lA"-' *' 
i V j pt'i;Vo7\ij\- 1 Wr isi'V'h'v V'^iY' z^U'ViYi ecfU]p.
The pTll^^hvvt uo7.,vn4f^t +o VjT-^vec -fivA^">yr5eA TiiaM > 
-U-'iiizxt CVCV^ Ov\c lyV T/Y' voWo c<.U\y\Y\Y .AVxc.vxk\ bf-(y;V. 
^ 'XWfA r> riV> .V.1<5_l_—— ——■
."i jd -f Im -^0 Vci^r^ Titp'W v^-S ritow^
 
ViMco U/xV*r1 VTvv)V'>A Avvf' \r»P6t
 
-^W ^ f\f \^T) \ , P) /\b\j ; C^U'Viv ? vT r\ LOy\/^tt-^r J f'^'vt
 
"" - ' ^ j C7iO \-f\\'e'^ \^v'v»nrij ii \v>
 
^CvTN . T^cn ivAvAslvv-v^ ru\f
 
J \''^ \f'\\'^ "V W '^o p|p Nd'?c jOi'V^

3/3|M2_Ai ee\-IrVtir -(l>-Awe CV-vvvs-bnvit . ()p\y> (;^.)
i :> U-ve.-i CT>\\ ^^f^Y ch^Ayd^ . ^ l.^ 'vvicv M v^^7lv')
YDof "jerWinlnn^ Jeirnzxnnvj -VrVed-V-o 
i0iA/o«3e At; bc-^A€ii' .i7\\vO . \ 8 li if U'l' \ nAAty^ i;r,\^i/;|
\ . I - jivsau'.-- . r „ V \ I 1 
\s) A hvcTi^ r cTT^-'r. 
sK 
96 
 I n JMa^j ^ ^■\TXJU^ AiicL^ct \ 
c-UKo^ -cv .OLk-Ao-*-.-. 
&MoC"iy -^ViL^ v.vj-o..Tbea , fA^V_<L^ , J^v^di oV ' 
Ua-o_'i., 
VAjJ^-r-^-vjL %o>^a'_Lv-, ctbnvmiA£A4.4rv£.IaJ.VW oAvv^v- C(X^v-iVie? S /:iJ&wva. Cr^ 
o j^Kva. .Xo_^nd -Onb>-WvJUl pA.-k<s,
.(X.> -VK£. cooiioft >Dc_ pjixxcc v\o 
CoiAiLci 
Cv '^Q.-ku)^i}>')--kt; coj^^-y-eojOrv^ J^yrdc^^^y -cx^ rX -VrKt V'LO VaoV .1^ 
^v~> c^ U'^' t^'-f c-^ivo.ir/!^ . 
£^1^^ 'fr.V'il 1 V V ■ \vT liv^-''- o (%-\'\'^-£
yV^ddO'-p^ j?- OV^>B. v>lj ■"V''' '< X^p 
•V'/>i^. i,;si\'>5.-^ V^r'ix-i U->-4f:t-i(S3vp5 .
J\\«J». ^opU ' Jij-^Vc-o' . VVYIv^ce .Ov^-rA. la^+. .a>virk ^vV?t 
Vvi'7'v\A-\-j w rvtxr . 
$■0 ■^k\C ) <^ X 3^/x-VVii'ci AV'^ ;AJ2c\ion 
r^XfyAX \v^:x J^^v\(dc>ik 
\'^?7aK, A^-tAi. p^ctx e. . 
97 
APPENDIX B: Student Beta's Journal
 
98
 
  
66
 
\\N.1 "5^> ^ ■ ­
"0>= -^o \>\.---\ "5^. V^,-oNyv.\ 
V'v^nnq Tfv^v, ■ s.>^Y "^'^•"■*-\.v 
^v^oo-\ vov\ o Y 
'^\rNiac<-N -"L. -Lb-ll?-9, 
— ^ ... —. — ■ , ■ V ' > 'v. "2. ■ 
V'^'^ro 'SVM^^?>\A v.>va<-K) 
'nd^»3-.Y>jX "^HV 
^W-^vAJOC; 
t-:>«s«3^ "tb-ViZ-C/ 
: \S.XT^ 
  
 
 
A:c. I
 
H;-v\?j- u:jc.v.>\,i4 \o '^•vV c^u-ir\-<L i A
 
"^tuo.-b.Vs ^0^;casi5,a W \:ilCvvv^^LJ j
 
^A-xa... -CL-r
 
_. ^ c>f _L SivCK<c\ Cv'xc^ 0-Vkft.r cl-vles,

^W.-:i>>^xMj> Idcx^v:. ;Vo rsccvev Al-lx/
 
WvA C-. ?CC.WvcL.>^ beco-cst u.Kvu> \W,.K
 
j-io>c CC/vl CV-.^^.ir^g C 'tA's r\c\vV^
 
-Ao 'Ac.cVe-^V'.a<x. "W 5 ?Ve(..^s Of. ifuiA
 
X^-\Ar -VcvW- Cv\ocrv5Ar "Hnc^
^' '\<Xkas V.rv. A;V\(fc. PLQ• <^■A.C^^,i^'.r\,'^V- Njg- " J
 
^^vA^ck AAx X."" ^ L C,I
 
_ . V5 Q C QvyxVi^C f^.- AAfc, 
' ^ *o>iQS\ [ijCKY^^ cn.v-\(A KSH't^iT^ 
r— "Ss-\^^ ? \?>vL<^yv<^ tT>~ "^Q-'C 
■O^ '^Ac^.S c>.v^c\ 
: '''^5'*'^<-A^ "b '^e^xC xt'^. I r-ir 
: ^ ■Vtv.\(i^WA \CvA LA-^^<^tv\ > -tCvV.us 
■ O Q. CV\c,^<i \i\c\X( o d­
; klXi.C Cv.>jSi<2_ -i2p C vOA'Si 
' Ovc\c\ ^"C^nAAvn^ .L-OiC 
; ~\\A^yOC)^U O'-'OO \(^ \o ^  CX ^GC<A 0 j
' A_XAc\'^ Vi^-X pe-op^Q ICvACv^ 
i- „ ; C.uUc.A^'s OfA, o,'^ X Kp U(;C<V-,^S-'
Akt: M ■'iriA +»-fc\<VCs" Cfv'v \^Lc. iX VJ-V o-a- -v?-" 
100 
Occ^p.,,^ A<.rr;wM
 
<-~T.cc?-cv 3-ve\p —
 
■loox^ CNip ^'^'' 
by -vu. 15. Aerc^oC 
-Sorrcr^ ''® "^^t 
^o-^ Ao ^ ' 
.■V» 
^Of>\c-o\V<i^ '^'bfci.e.V b. o.i^ rv^oSV . . - ,
VV\1L^ ^oo9v<i ^bcsA Vs^Q. -\Vor^ .'•: 
c^ «-sVv .n\Cxia. • '''\w '^^\"s9cm^cOk 
AVo:\ ^ $AC 0^f^\?_ AUcsA --VU^ 
\ c^-V o.^-\ Q>.t\v cv<\c^ crv^<2. 
cxosii^^ UiicvM -i^o c\^e<xl 
''V bsj.^^ i_0'-^'''\~\ ~\o 
'^obcc\'S -\Us^vV\­
^' ; • X. •
 
ft,.-. >.f'X.^ '-'^•■^(^ Irvfi'^b'TC^ ' _1\ Oo-VC*?.^ 
:--1>x£r''.'^^ /^vV«5>V^a\c^v-n^". i 
■^^..f *..>•■;,^ •>^■5'- Ov\\ V^ (^ '"^P^Po.''X^ IA' ;. Pc>]f\A^ of W'xQvaI I 
101 
  
 
 
I ^"^y <Sc:jfu+io/\

u''5 be J^^
 
M-i5-qTr^. '^' '^fefeS^
 
■ v . ^^-''^VnOs^V Ju_—\^.psX"C\fi_^ •"^cOYY\ 
' O^'S^^fNCYML^^^ AVoC^ 
-,;. VfvOv^s o&\ V^socj?."^o^-Acnsl <ocsc)rV(A
 
f li^ WrA ^^(Locv^x^ vf
 
y-f tWvq_ ^Q^\q_ Ad v^oV -VvA \C)
 
^:- /; •; A<2A^ • Ji^ \ <2_oor'(\jj_^ D^V\oJ^ Arsa.r^
 
"(VADvyx^ "P'T'^ViVe.WN^ \\y:_^ 0
 
S£2— ^^o\ J5>r \iiV C'Wid -j^
 
102
 
 . Atv:)-VVnqX fraUl/^
 
C)C^^lo>9^ Q^ q!^

LOVIv.cK ncxd-VVx X^r^\\<i.^o^
 
Qxro^r ■X-'^ro^eA.
 
£> A ^2jDv.rr\fijiA 'Acx.aAr <2X1 (Lir\

^oO A^\ C\\c 	 fXCX
r\oA- KcnTA CXvxA \^(2X\Sy\J(L^
300 CooV<V (YXckSC^ A\ o^nAVx
 
^cpoc tcAeo^ "Aoo Co^v<^
C^-^A ooAVvc.oAcv^e<_V\..o 
Cjsvv ovja
s^<\-\-v\ e^ VierJ WxCA . ■AhiLr(^ 
■A''^ t>^ /vlci/i(^ 5c;?(o4-r^n£
bc'V 'Aid tvLooO IjoTcA
c^ fv<i_ -VWi. ^(Z^A­
CL^-r^C-Vu"S s o. <~\ cxW 
^ Ar\9-J2j^ "A-o v3i 'AVncx.V­
•AA^or\<As 	 oOrV -WoAr 
(pje^cxne. \)(Z.vfj 
CX (2_PA o/ML W>^ SorYxl
Cs^s o A- So Vv^A^^ : ^Al'p^
l^Ic=>oxA -rvz^ o^Kv $^Q-d Moor^^^<g;0<x.V_ oC)^-V-^ oOXr ^D£)rf^\V\c^ •V^^iNyv 
103 
APPENDIX C: Student Gamma's Journal
 
104
 
- -
 
 
 
SOI
 
.'V-,
 
--.-.Jfe /7V
 
W^}"'
 'V^­
' !".'' /'."■• '\ --r.i 
•«v«^y« V-'. 
, '.v;-o'>:)r \r­ -.) 
'a
■"=N^ ^ OTOO 
i6-/7t-e ^vxaCG Y^\^^. roou^ "Y^ '^pq ^•:,ouJ \a^,. c.a 
•p^.-dpo^Q caxju^ ^vx" • ■ -U/ • l-O C; ' O -X"-"!.') »n'-''^ UWOUT >Sj.L ,'0-pcuxiV<i -avv 'opoov*! 'oaO icon, Ttionii.. ^. .. ... LY-in
?M ^ippih ^MA-^^^i4p}d •H-r^:.; jjo ^WOS Px3<s^^ LXJUS 0 Wum :.--c/ir-4 
;<S^0<2.«S| ^03 ^(ppiiX/ ^ 
  
 
 
 
 
 
J "PI—^ i:'
 
"^OCP Qvoor Cl ' "
 
a'"- ('No^»ai,J'Vc-tXri
p 1 ■'"'^^p ^ -^1 ^ ^ AAv:\vg(vg\ a[ \ cvad...OiiYudl , . . _ 
X~t C?CCupiCci Ay-v....VVji,
r V ^ ic V _jp^Ut, 1- LO c\o«^^ -U.a\ '\l.c Girnp.
il^co.cU n,\ . oiK T^ole.V.-n.'Gns
^.ol ,o\ tk.^ coo..\cc< On\3 5.3l>_i.l__ 
•^QWsIivvJO'A, LctjCraVioo^ Orgc,r^.^G4•0n/ I. 
^.cL(Lo . 'RxWsV.'ryiQnS ckoold be f-,rcc 1^ IWcr^L 
€?Lor\ larbdi. 
% < \ V\ c vTciCc^ /;C< f:.i. lc M ^ 
IoI -m' ./ U-TC VcV^i -^o ob ' '"c: '\ V\c » t^\ t k\v S" O Q 'u'c.'u^ 
r\C 'Q.^\ \ O \\Ca\/<! AV^4V' V^4v'cC ■ CVAJi'-k Vo f (Lcl (v-ecl
1^ V Y.l :' 1 .>. / ' I.avG O dvO C' = v|i1\ nr.i Uv'CiC:!."^, 
p LQ rj.- .-..Va/f /'^Ar'A. C\nn^/^(L 
.Ocopiec^ ^CiViAor<^:r (oclor^
o</CYj Coo>o VnS o^cxr>\ a Acx-oiiV cou<>^c<y
to \Ui- ivN.ci^lUot -\Uc:v lanj. "YIvjL ^v\\-e(Y]kcic» V rey/c(t'n^
P>i VW arj^ Ao pn:»V^C^ 2>\WtrJ
Ujv- \\^ Cotx^\'^W. -O^ 
3k n.cii- 3/Coo 'o^^\' "Vt^ ccocd Ccad
of- <>>eroe^:U'iv\j ChigI' ^i P 'pi-'- Cea.(3i of •
lSlr<:j ■/)<:(Afrtd tAjcht/ 3a'uK-U<v, i><'j kA"h d-l>\od)
IctW M&(vi»vW. ft /•>kliaA.''^"'-S AU c.':V-J,'a»vJ 
c(oboycf <^p V^ ft'-'s V^ , U'Cn ,
dl^ViV3^<xl \W ■^ectr.t* V;«WA Aeio^iibrrt. CcaAC (iloCcJ i / 
106 
  
 
Z.OI
 
' ■ iy^o\joy^'^ -7-^od 7^j-U?\|^ 
:/^^l ; o.

'■ -j-MOM '?>'0 c.'.pUA.pj -p+^ "■;t^
' l^vp -y-^s UaT^->.^ o-^ G\j \ CO cr\o^ ys^-jjp
^ '■^aa.iv -3^.->'oO-3c] 'S7^o^^ O-^ •^Tprq ' 
^'A'l y^cJg-^ -y^iX. p\jH '^.■wo'iQ ooR. ^9oO:>-9f=^ <-N. ' I ^I r ' f
--^<Cj bvjob -^-yyoop ^ ^ 
r " t ' V\qu VAi 
■=+ P7!7n, „ofi pvo P 
non PjncirO 'znJcut?>:c> v,j^ 'ur^^ ol 
'«{u'^£no? r^!uo^^c2. 
iOld C^^9>A ci 
' t6-9r-s
 
T? • P«''9^
 
801
 
5' lr2>Y|-9/ c^vj4^ ^'
 
PTjQJ^Jp
 
ta.-3-jQ^j^l .paTrjfip U|^c^cr^ .jO CC^CuS
 urcr'^ -JSS^Vj-j ^oi"*? TctcoTpO

>"=^ ">0 plrtn-y G TTvyj. p'-^.'VpOp ^''
 p-jjot??-c) SAocu -j.o'^^^'p nr^
 
'hbbl U| (^PV TO-arf^ iry^ '^'^'^cj -zr^cka-rTdl
 \|S>(rn-jrf' -Ai&<rn si"t>G"0 x\ Q
 
p-TfN>|:\ 5\?|:5 -?\o J^^PC /jOVA-njxiP
 icPiMwv^^ 'yv\A rt?cv, ^^a:o u.
 
if" ^V)^l "R>A\Ar»OD L 9
 vA^JP^tp-A (p ^ tA7:?0
 
•H'x>4uo •J-V (4n^, .^ '-*^-7 .rpcn^-^ VA4^>v,op'fa. a, 'J 7^1 c-w •■ 5;v-ttM 'y^. ~ • .t)I 
-Tinfr) 
■ ♦^■"■w., •.»,£l"..J''4 "Jtc^ JJ",, ■ . .f
 WD7^r>/i9-p ly) ^,, , ' -as 
  
 
 
 
 
60T
 
• -b^^^ j \ Q\ -v 1-^ •j'-n Qi^ «]oc~f!tftj
 
u""'' F"tj-^'''"f-'':i>' fV-'>1 >V
 •>^00H -^--yV-	c. V ^ .,..-.>; 0.
 
•	 Vi^v^ ''^<-.B>T) -^uO\:) 
i ^ ''j '• «('■ A.' u<1 "'■'"\^ i^^'DyCyi'i-\ '^-'a'S'V^^ 
\ ' v"-' "V'^^'D*^ ' ^ —"'V \./Qy^C^ \' I 
p 'VO-b-TM,\ ■ \^J'-vV 
i^v:)/.-) |-j.;p -S AXQ Uy
u, • ^•^'OQ "^^PF'VN , "^AL . ^ I "V^'>P\o^cJ ■^\JiQ 
— . . y ^ V 
' ^ ■ v-Aj-^^:>S'aAirf 
Z^Al uuoAfA clv-c) 
hq 	o-^ , 'Catvax..-. oinJ^
M+; ^ ^^.^oxd u> 	F?l\° 
saooAJ S;^ru-^Q -^v. 	^ 
^ cm{5 Mo^o«\^w1 lypxn^ v:>Air^ ^a-^ \r-» i 
.cKj ^ ^ a.^4a>-3r 
d, '■°i FH"^ B 'S'l 
ci yt>x|(4b 
r^-'E 
   
OTT
 
puQ a>3UV
 
'^\»0 ^Ajyp'^ V\aO^ I ^\»()UJ0\1Ov\i ^;\'"> , ^
 
^"■rv \'";' ?\ ^"''^v '.o-r h-.:n-v I
 /■ ••:■ ,0; v|.' 
pw 'r^'O'v.. ■;.. • ■ h-^ v.^ ^''\ -.'o.-V 
^il-3''v i--. 'L .. -d.;;o^'.t:'y v, , . 
'• l}^.'r f pno'jry^ t^//o|da'o; '^-or-; h . y • 
'{L /-'^jj^^ ji>f;<i^:j 0 Mf'CO' t:> lyo-^^VVJ (/o.ixv--) Bufj/-uj
p ■'■0 ovo ^yioj n oo(7"J pOAVf ' '^1 p^f^:/­
" "li-. io}|n fi^ jr^fY^ '^' 
: -nra ,­ r' : 
,Uo£' At \ Hi Pi'~<^r>! vopoui®-; K, ■ 
^ t^3H.xc-nor-A \ ^ Vm 
Dv^ 
-'^n-®\V-G^-P PUB­
   
 
 
ITT
 
■S jp/ 	^rn-Q
y'S O-V -i\\\ ^S".' ;0;. Q ' V ■r^,.^j. 	^..^v 9^ -vpv
' V9^' hop j)^ '^'\\-P ^ U ^ T or^'^
'vaQ. y9\9^)Ov,i jO f^Op
\Cor" ^^-•Aoo^ v'0 'C:>-^ \\^.jr^O) /r^--) -n:\v^y \r\Q
•-' 'U'-to ^'V V -• -^^1 
O IM, 'iP"l'''\-	e"to, PVOOM^ ,	 V-, 1^'^ "'''^ (TJ^o'JKuV fiy, ,
;	 F'^4 V-MV%4\ ^ >q .30 >.d D-vo o-j. , o.'^ ,,v 0, [o^an yP P,'
*jO\b,'y;,A ,QI 	Y ^L 
. -r^Opvp cHj -5., ^v^.^tjopi ^ ■Siv\--s P 
1	 -Ji h -V-'<ruc, G,iV' 4 0 
-1J—t:,' ' " .'I't 	^<2 ipoj p„]Q 
APPENDIX D: Student Delta's Journal
 
112
 
  
 
eiT
 
{ x-y^nh t. -w^-p -nrx 'nrrf)A

-^vjq, op3fncd ^mvL ^powj'
 
%)T

• ikmxLj iw -^-wyTTW^
 'pj "noTni// y^'
 
•Mr'i^z ■" T -^YYT^' y,' 
■ " ■ ■ '' \(^vr^^' ^p%rQ rykyj(y^ 
MI
 
91^j. -.>y%
•r^V, 
'-A0C^'|O"~SO\^ "p*Odl~TrncJ'^^iir^,^.r,vS^Y^
 
iS?" 
-^300^-j27-3j^^tVCD-'3:L^sd"^i="r^ .-iM
 
'' 
 
AV •. ■ ■ *:•-> 
• v'-i ••
 
r—
■ ;•;« 
-.' , . "."" ■ z "CAHlogjR 
q/WWJZp T^'T'- :;■ ; ¥
""-irvTo" ;TTrt-jf ■ (r>j^ nfflond; i/r^ -r^ -OYiy^
:-^7^rnrY~'o^\n^- -qdcnd-• --ri^y~Pirp^97pZ/- ' -7)i7.'^^^
~^ ' yr)^^nyu^ ■ V:nd/r^~^j>jjj^d'im> 'P?Tf7: '"■• 
~in'Wy^T~-^7h­
) /' ■ '' rmintf^VTyi :m-yc -.a-- 'A^' "' '" 
^771~ -■« 
  
 
 
 
 
 
 
\'W"fW'miSs
 
o
iKi
 
tJ
 
-O;/. 5
 
cr
 
0
 
] ■ lQ- -\^ '0' 
C : l-:tf I
CD 
en a (?"0:3 
.0 rfeI
iO 8 
9 "nI C 
r -C S9 
"K 
P 
(/» t M3 
iof-
Q>' 
iiililf
 
[r^ crrr/TS-s!

L^ :,VX':• Ai:
 
/T 
•ij
 
;-r
 
%
 
^ ^
 
a-
r
 
E 
Br: 
V ^ 
.f & 
y 
>:
 
;n)
 
■±)^ 
o 
P 
-T 
o 
3^ 
JD 
■lo 
'-0 
^iLiUra'•• r ^ |T ; -fi 5 si 
P ■ F fi-gllFJI#
 
I • ■ !( j r i . . C ^1 I ­
' 5 j^L ^ BS ;, vl i s. 
^ ff in rif r; ^fSlPfcfJ,
5 g H 1/ 2 g B 
f I !2­
" 'irPI 
11 f ■"<c I ; i 
  
 
 
 
9TT
 
Yh
 
yyy^ M ■ " 
(9
 
' —- "ji^rf-—n'jj_
 
- pr^ ^ y-if/ yyQ^\ 'r^^!y\\^' li^pyJ^I 7}^vPSl
 
' ITjW^'^1'^'^''~W~ '
 
f-^ryjj^^ yrf^

Tryv^f^^-^^vrn ~~rr^no^~-TyX pu^'^^-^fTpD

-i^nfYjp- Ti-rry\^ "i/ij?/' i'y'oy^Yf^C^ TijQ""
 
UJA 1^
 
'i bh! \0t y' 'OV)^}Q.
 
3- 'm7L
 
Y^ -A7Y''y yy^tt
f.. ''Wjrawj^ Tr^
 
--J27'T7tayJ^^^Trjuocn unQ,

^2r
 
?ryj Ivirti AoiOicl/y 7
 
; dbjj- Uj\jjcJ)(n
 
\ Odpin 3!jf^ ^Dnpcu.^u-p _
 
-4 dnOA^ 3qp 9anp^4^A^.
 
; ^ rhjL/t^fe"V
 
  
 
  
 
  
 
LXX
 
0-Unr9 ; j -: .y. -'nX"^ \u^.'pv,nr;y '
 
I "y "vt'9-0 lo-^pi '
 
•	 (VTyX irrff'3 nDV^X '^^WTP?'
 
i	 "■■ -zi "~^'?'^ '•■^^~*' f-o^^ch/To- qid(nd ^' 
~Ji^Y }7T'^ ':yrfcrf)\^ ^ivyl
^' doid y)j:)L )yyi ^ 
^ y 	 .j i- '^ i /i Iyojp^ ffo^'j 3C pmi^' ' ■yfM'~Ti\^^Txl' Tff ' 
''''^ycj'"'~^j>v^ ' Vp-" ' 
~ 'ryrmV^ ■r-^rjif^k ' 
— n9 j)j ):^, -vi -"v^p '--iTTijl OTJppr/^ ' 
"I ^ ^ 
^ ■ -ymchwi) i^'\ _ , 	 .Jl'fabI ''nc ^ rm^r
 
n-rK-uvp ,y
:w;"» ,,-.ft i« ;£ff-5:'"'ri
2:.'"':^: ^  
— L, ouryj_ 	 y 
-
 81T
 
nnwrf'^Qj?^ i>jf ijjrrf) ymlv ^ 
 
<yy[vf ^lyM
 
r^h'rrr/^ yyW J,-yurp cpW -p|p';ymZT
 
^ -v/m-cm?!' mjynaii. i^'d
 
'rnxj^ qT^ ryifVj^'"yii')jQirv if^:j2^y^nW0
 
rr^-iT^j I ^iiY)rA\^ AfOii^:^-rr)h'&7 ^ Tnncf 'irrcirT T'

—ruvycl ni^yj Y^-oca^yop

--■r^Yr^vmv^Y "
 
^ ticfecl ■'ofr/Yf^^^ 
yrmj^ ■ T?y^:9' 1t?/X"- '7?^ -^WJ |"»?|C 
—1^ ' mi/-^/-Ln>iM J;i^-iry^l~y^ ---­
n 
, y 
' / ' V6 T«5r-An-»6-p-5i:av<^l^>-yO"3"aC^ ' J"^ 
  
 
- -Jt„ y ^
 
: M^Miuuci - pau /m . XA\<u.t o^.cCU . ": 
f^ a Ga/36^? , ^/■llO^(jejyLy> ' . - - jooj^^ oJXq^A 
• omUjuIC ■■iUij (X 0^\AiLJJ 6'/ lx<Larito_ _ 
.X<!^ J^^/loma^ l^tlc (Lu£ iM ([.{juImV 
'liLtmQ L/ / A'S/yy / L aI. . f /'3'uY' .7^-..!iJ^^ 1^ 
XI ' 
^liAtMoXuTO .jj^ AoTiU:^- .a^<L iiAjX/w-'—-V I v . ]
f^jL ruAJ^ry<A'.. (JcW^oii/^'V^. —[___— 
iflA cJiAv^U.ay\iA (^(Aa<i(:ult'Yv4
X/7V^pCl'3rC^iJt> 
Xai. ^ ptoplL '>jj djLjjihXj.-^ K«X<-<|^urxV._-. i^­
(,,C /j/ulLumc /o- 'ihfp-^'/(, hea</'X:
-/)' ^{.'Uad ■' /.: C . .0 \-d^'k-^,CincL U^<- 't hcjl^uo. .. . 
jJiQjS nUl{iCl|7li7.( '0 [A-/WjLi /"-'J kC-CtU.!! lO ^/TfJ)'!' '- . 
1 O 
119 
 -i r ^ •
 
i^f f^T 7 ._x.^ tej-:■­
■ rv' ,- ^-■-• ■--V _ ,
■|'"-, it^'' -',#^a«i.«:5ii£c6:3Q:--' '
 
//^ • "y. , .J^c(j_t^. kl/L-■ ■ k. 
•'i->- il- ii^'O r(f/ " y(/ T/^ -tl. C 
TOjb\t (cL."> /C Ci?i,c-'/..i13 ptc/jK-L-..,i/\ 't^lUi . 
0( /:Cv'' 1. "V^OAy ^tOjUjld-J- 'il^'L 
Gt'--(-'-jy- ' C( I^'\. 'uU'lU J iI'IkC. Jtic 3 ' , /-'Vj-)' . 
ti'( i///iX /,:;•:*( ..Jcr^LCV^■L:'^ .K>J, d-Gmt. .v!' - 'M 
iv A'/0 y-c ;•//.. ..i^/, "/iu./... ."V^^.*' • '•. . sJkC-.'CWi^.Cia vi.{> ;
'ddxA^ix ^jJ\xX:. ■ [iAu : . 'O'^ h^ttl, htcauXC 
. dm:'^■' -. .,Uud3.:. JJsixt, ckidck.. JyfO.
/ 01^^^ ■|(^''' ---... 
Clu'-'llco iVV j ' (jvA., ^e: •■ ot-'u A-'..- .c/jo^vc-v'. "^4^- . 
.-tliL MuCLwt:, CihoicL M 
120 
djjV'iii 
,,'■ 
J}XlChfiiy_,_c^j ^e-\j(,kr>-li^f 
//V t _/ .V-
i .j 
1 -
'tc 1\L_ yVztJAf , /*Ia)xT,- ^1. . /•>■ 
diad^. ^.djJrU^^- \.. (■ XM:^. j i' J^iA. ^  -t 
JliAMJA'd 
LfoXTs nLoLduv-dL.X. 
y• , mi-
LnkX ! 
y/«4^ J \ 
..... J. 
i 
1 
JpiiC^.jm-­
r 
121 
 
 
 
 
 
ZZT
 
v.n» cfA Vfti M"-)W(i.' y>?\i.„:r;
 
-nu^b^p^ -?<wf wr
 
■-WiT 'r-M ■ rn>,v-r 	 ^r-i ' pmvx)
■, 	 (''"ouiijDOO 1)0) am "i>.*na( c as!,- wW 
: ■ 'ujoavcc,-qo '-ivr- van^-a)}Vim|^_';twno
■	 j. 'if 'M VJVVj 
- - ■ • (■■ (W- ■ -' ('wipiprA-Tp-Vr ^'PlTl '"(prP
' - ' 4^ a'^)- a" 
■ 	 "nl]?i '-yTm^' -vntnf' - Trf^ovy^
arr,;) ,1, p™;w|.w|
lami opT^^rn . jya-ii '0 ■pirv ,yu)l in;n ml 
f^7-'- .app:7,^r 
% '""''Lr 	 }' j.-pto Tm' r^\ 
>n" n-i-'­IW /aViO^ -p,g - oy , „r.)s­
-mrm^ -rp-nyxwlv'-r k mr . rm -ov , r I 
; 4'^"i!;)" 4''''T^lX '"PWibipv iJi'ivM-rp ofi 
{ 'W '-.a/mr <[o-„r •im»(/i7~ ' m 
Lbb! •/?' 
  
&^a(; jai „ _ |

' 2^pib'iLvdy..A ­
:haiU To /lc^autO-.-£,lo

ijuuuL MJ iA^^jy^dxtJ Ai4aliLL -tdp ;
 
p^ohUni^ :th. caiU'd'Uc-:^ . :
 
^irh[Ji .ihf-'X/it p^dJunA bt^'^ ux^I\j:u—^.. -?
 
iXc(^ux^y lAU/ut ^ Mck
 
PomtiawA dMok T^/acuC . ,^.
 
.O/Vc CtU-jjpu^ij L'-j pxiyj^-' L:c'--<w
 
\ y /I V
bu ^( ujjo (ytojpi<L Jtkc^. Jlcuid--'oAt cixLt^d-rJ
 
dCCV^lXldj 'JCtnAikMlMd (buCL TJuu cOiilL'-ai'P - : . -.­
onQUncL XA^ad do ndj vjo^d iuuuh ^ ;

yi^ cpiuAohjix do^ -tlmj. Vl (pMA, /PMUiM' - ;

ClncL CivuilifMUV ,(^OUxOaUru y, utpdic<-^k
 
:U "titv-u , AO QAJ-' ^ locvx, b(Xl no
 
JZ-XCU^/i-f O-n CV LcCLA^ hdCCcU-M, yA jdjL pLOpbu

'^l^wxu-^ 7a itkL (dA-CA. pcOpiL cxjxL jXo ­
^dUob ■ Cio'iuxatori-' i/UXAX "livxco tfOYvyfxkJiA'
-pUi \jJajjArv^lOajU, j-dsL M^oMt-n dohmoL. o^nd^.Mt..-.,
 
'T^trpytjc juxch cnuu ky Ui/uj /k^pydchd .fkiAXA
 
cxfXk "Xdcd A pyd^U-ncy-T
 
_j,hdluJA}u ydjuHJ, -r —
 
123
 
  
PZl
 
'■"prruc!^^ 
^•vr^ - -p,^
\ \ nprf^ '^<rt^-y)f^-uj;_''njr^^
vrr^ y>y^ 'Ori' cfe '^ no nmxj
nij^ihrpir r^nry^ ry^ r\f^ qrprrtrp
dr*<^r^{]p rpjro '<^<rr7^ '^TTifjnrii^rw 'n(xnbrprd '''Y^
 
r\/0-l qpLO ^X^rcfTT n/TvYf- nP^ 
nr^^rrrrp ^nrginrmrx?-' - jvyj 
^ ^ ^ ^- XI <'~p-i'o pf-TT^^ ^"^o^cpo ^1 
APPENDIX E: Student Epsllon's Journal
 
125
 
3-o^Y->'P'
 
.S5>SO^S
 
t5Aor (tSS^y. C/i^A»ri/>j^ 6^''*''*-*-' of
 
//vo iJdlc.cxs(. .1 Ac/cjc^e# ■ 
i-Lt. J^\l,f^c/^f -tUji, (^o/iiin ba^n^, 
i^lrrt^of CycLjop*^ /er'n^oo'e,5>j T^«5A.I<'6/f>\(" 64.«^ li'\o«,rc*.4-4"t^o 
X-^rcKe^i, vjG-<'*->3<a a^c/ • 2iO'\.5>n.. ....
 
J- Ki^o^ _<x li{\le, ^ of -/L^ »M(Jc//-e^. V
 
litc, f/^re . Z?<o//uje^'-? r^lt'(iiO>ns,
 
-llv<xt5 <ttoo ■( ir,\oK y^l ^Itx^ o^boiTf AMjilyci^ . ,
/n 6ouJ/ci, AreXoi'iil, ■/Uui ll.CL roc 
6^c(^o^iC.A 4e'r€>^-^4orI <-% \ fU. 
pAcAt^.- A "A Z<K... sirip^*, ' 6 ,oJ , t^yxA.UA,n,u,n 5 
iltJft^. So-\«.*-\ Iij <L*->-pt4ix[ , "*^ 
126 
  
 
 
 
 
. . CLO^...^ 
 
,-..T''V-4'5J-rii;i5 Ai^._Ptfe«.l,n^' «.aoL''K s.j Xs^^cl.'tsJtv 
O0.S
 
.. Pto IcSP'^'ltK.? ..<ol>.a.ls
 
*iiA'
 
'JU
 
Jtirc>.''\^.
 
... An Q/s^i
/-r I( 7 COurS ri^yS CK.¥^OU*^<J 

- .I aic-o A|f p. t^«=V«r»-C/<2._x ,t<3t:cl<^!. . ® 7
ii&
 
/ I \ \ ■ ;lJ . 7 . •.* ^ » .' ' '•
.... ..Ar^ov-*T3sA'^..^^;Vr^^'p:-^ -,-.—.­:-:::iP 
A>e^<.-Oi^,SA'.(7if.'cJS..'^eti~^ (^/a»vv <'<t c _
 
- M... -. "' ■ '' 
'. ■• 1' * ■• • • • • ^ - .- ' .. ■;"■**■.*».' . i*...»i'a." ' 
/ i -f .•«:.>' ' '■. ' •"'^'jtjl;
__A "/"Ai/i A. ^Kal. ^S^'CA.o! /5 ^ hcc^cn/s^
'/r^S <*. . .^ «^ a»ad i'-. 4 le \:7 c^ou^^ 
ha-c/, » -j-z? /<iJao^- col^»a 
^^*yxkL^ f^ K 4If \ * >-1 . tO />x- ^ <1. y '4jl G. . 
j -.y 4 
^ f -• ■" ' ^ 'J—^ ^ ^^ . '^—^'1 <i le*aA. . ^ "/.^ J^Ci^JC, CAslx^r^ yvto^^^ yCxjU^

(^Ct^evlc/c-f- -/-d ly/LcX.i^Cn,

r..)'^ u»^ 4/ ^djar- ^ coa iz-o/ _ <J>/ ^'Z-r^jr'txiia
 
- (J<.r n^cAyxy f CKt^ c! f^tAixcc • 4r(cJ !-<«» ^CAti-a, dJe^jr- ^u.-o^e..
 
, CUuciltt'. (pctos <5c^o
 
V^. ..
''}f*'l^ . Jeopo 3d ^ £.Vt^ .^ClS J-j-.w-c (t- c J V?vy ILuL, d<SJV> fz-.e S
 
^VZt?UKvj[ "I ,'/Joz JU.»A go L . j-iu. C.\y. 4jr

cUcXy/" \c^tOi ^h ^eup/i^ aSr
 
.■/u.p k-ij. (l9Cf
 
127 
  
 
 
 
 
 
Ui»i c/C'. 3. .. cJay*^ _ Z K'Ooi/c. »j i_
 
'Tl^.V-,. J."c)..:ci^.ci £r <=*'/ 1
 
1 ' ' / /'^T i- J • I '

^Cli'^i.o.A.'b,..CS3» I U-4< .C>'ri's ri'o>..i<iSy .d<i'>-^ S,
 
c/ ; i J
 
c-''—
 
.7"/ui . j.'^ru "^o- /-e /6_ 4 i- 1
 
i]'6 A Koly-^ Cily B'o/. _. .,L _ i J
 
.la<Ku(d c/i/'e/'e'^/ fcytxSo»-i.6 ujl-t^ l-fs ^ cly^ | ._
 
iS'C <ztAC^k reli'gi'O'n^ Sa.c.r'e./ :. ;
 
^air^ J^/ /o.e,cc<.. oiU-t-. ..."_j.i.._-.,>_^'
 
J-<^ . <U5<->o/t-'S/04. dr^jl^rnjc. j
 
_ '^y-C/ /^c>o^ ..cji ,0'^iJL''T>. oy\Jiy j .
 
of lotlX Gi^^A.T'e'5,
 
A \^ia prclple-rT^
 
■ <2> 
..^.t., J.kro^lf/pn I
 
Onoj "'off . 13f^ ArOticK.\tXV^ ,\<<\ .
 
c)iferyoi\4 reyil^ion.
 
i>,ff''0'^f cLi^_' 5•|-<'^'n S,/A^r
 
'• }5o»vve. Ard^_ , pg c
 
<3?^ _<treX, <i2loVc­
' ■ '"•■•• V • .f > •'a xv.. »■.,( ■• ' ■ >' ■ n . ., , i ' I 
_C^h,rl(o^^ t>e/r6oe^
; "'ri- . • ^-''^ ^\/- • ;•'• ' . . .•^- ■ •» ■ ■ - .'-i 
: . Zr 4 M^ A ^ ^fi/u-l-i^xn ' \"Z^ /kC3 ■ 
py£>\?l^ / -5 * Zo S^/Q£.rc^^ C^ 'tlnji ^ ,\f/ <^r*r A ;; J ." 
/XjC^ ujj l(.
-j-o hve^^viAsic^-c^ b^uJc^nC^S, .^wA. «-6/1 Co>^ 
.C'tfi'ici <^c> u^fuxf -jk^y_ K^*i- l'~ it/'
^CaVc. cf Tu.a'f^ J~ '^kr-XtC , "fX-w 
:&M,-ri^l. -/:5. ■ " ' ■ ' -■■■ ■ ■ " ' " 
■ ■ : ^ \ 
128 
  
 
 
 
 
 
63T
 
'.'+*^^'•^''1^ 'cora^''<5:Vvii|5C->|y tra^<rry^>a(^
 j. hi/1^'ic/^ /-ri^a .^Tr>^ j.<5T/\v '»<^ ^Of^-y 
c,c ■ V -a->7-h|. "u^-Yr-a^ C7<3j ^'■'^ J f V/i/ir? Cr
 I' 
) X j-^'^'^ ■?' Xt-p
■'zrLtyip ^Xa2> 
l// t/l^c?.~ v»T3-? y./ V i(? ^ yfn V7>Vt 
)t|^ '^Qoo'^'^Cj 
)-p'c>r'| -3^'a-J (-0 <i-|.>7-T, ^ 
5 U)Y:7j»y.S vi'^O'oin^ o-^ ^C7 
'a-5»PO/3/aa| ^vi^ .'-j S""*^ Y'<'y A^tr? A'jaxjj y ±/ <2"5|P 
">;fAo^<d! 3.:«-YV)i-/■).'■? q(w7-/-1 
I .*7^9 ' : i>1(271 o^)' !---.4 * [1jL/7 ^ " ■ '^ • ' !-\ i' ' V * ■-''" *.'-1 r -I-' • ' ■
j y-W-na ■^1<yc>j. a-ury "^^.''^''7^.']'^ 
'-[•1 ^ljr4crij <51''
 
<^/ syt<7ii-< 4^^t-vo-p* y<?'"-jy/?'
 
p^)(yt->00^ ^^4 ' 
f-'^■^Q >' i>'iF'^''i A-/) .I'^V .-^ ^ffO-v^PO^Of "HJ"-/^laXPW
■ II -" A . ■"i)l^'3 i(ma.U'?0 CIMI C'^^fVU J.-VTJ1 Q-l^/^IQ/),.
^7"^-/-S'^)^'«'Vu ^v^yjC^c^J rtCfj- W-*. '?v^''''-­
• ''S.•'. 
i 
feb):ESS/s-^ -^■5-5; >5' 
REFERENCES:
 
ABC News Interactive. (1989). Understanding Our World: In The
 
Holy Land [videodisc]. Warren, NJ: Optical Data
 
Corporation.
 
Apple Computer, Inc. (1987). HyperCard 2.1 [Computer
 
Software]. Cupertino, CA; Claris Corporation.
 
Baltra, A. (1990). Language learning through computer
 
adventure games. Simulation and Gaming. 21(4), 445-452.
 
Belisle, R. (1996). E-mail activities in the ESL writing
 
class. The Internet TESL Journal. 2(12), 1-9.
 
Bermudez, A. & Palumbo, D. (1994). Bridging the gap between
 
literacy and technology: Hypermedia as a learning tool
 
for limited English proficient students. The Journal of
 
Educational Issues of Language Minority Students. 14,
 
165-184.
 
California Teachers of English to Speakers of Other
 
Languages. (1997). Position Statement on Specially
 
Designed Academic Instruction in English. Glendale, CA:
 
CATESOL.
 
Carrier, M. (1991). Simulations in English language teaching:
 
A cooperative approach. Simulation & Gaming. 22(2), 224­
233.
 
Chamot, A. & O'Malley, J. (1994). The CAI.T.A Handbook:
 
Implementing the Cognitive Academic Language Learning
 
Approach. New York: Addison-Wesley.
 
Collier, V. (1995). Acquiring a second language for school.
 
Directions in Language and Education. 1^4). 1-14.
 
Cornell, C. (1995). Reducing failure of LEP students in the
 
mainstream classroom and why it is important. The
 
Journal of Educational Issue of Language Minority
 
Students. 15, 1-22.
 
Crookall, D., Coleman, D., & Versluis, E. (1990).
 
Computerized language learning simulation. In D.
 
Crookall and R. Oxford (Eds.), Simulation. Gaming. and
 
Language Learning (pp.165—182). New York; Newbury House.
 
Diaz-Rico, L. & Weed, K. (1995). The Crosscultural. Language,
 
and Academic Development Handbook: A Complete K-12
 
Reference Guide. Boston: Allyn & Bacon.
 
130
 
Estrin, H. (1993). Teaching Minority Students to Write
 
Effectively. Bloomington, IN: ERIC Clearinghouse on
 
Reading, English, and Coitimunication. (ERIC Document
 
Reproduction Service No. ED 358 487)
 
Egbert, J. (1996). Analytic and systemic analyses of
 
computer-supported language learning environments.
 
Teaching English as a Second Lanauage-Electronic
 
Journal.2(2K1-24.
 
Fichtner, D., Peitzman, F. & Sasser, L., (1991) What's fair?
 
Assessing subject matter knowledge of LEP students in
 
sheltered classrooms. In Peitzman, F. and Gadda,
 
G.(Eds.), with Different Eves: Insights into Teaching
 
Language Minority Students Across the Disciplines
 
(pp.143-154). Los Angeles: California Academic
 
Partnership Program, UCLA.
 
Freeman, D. & Freeman, Y. (1988). Sheltered English
 
Instruction. Washington, DC: ERIC Clearinghouse on
 
Languages and Linguistics. (ERIC Document Reproduction
 
Service No. ED 301 070)
 
Freeman, D. & Freeman, Y. (1992). Whole Language for Second
 
Language Learners. Portsmouth, NH: Heinemann.
 
Hornick, K. (1986). Teaching Writing to Linguistically
 
Diverse Students. ERIC Digest, Number 32. New York: ERIC
 
Clearinghouse on Urban Education, (ERIC Docmnent
 
Reproduction Service No. ED 275 792)
 
Hubbard, P. (1991). Evaluating computer games for language
 
learning. Simulation & Gaming. 22(2), 220-223.
 
Huss, S. (1990). Using Computers With Adult ESL Literacy
 
Learners. Washington, DC: National Clearinghouse on
 
Literacy Education, (ERIC Document Reproduction Service
 
No.ED 343 462)
 
Jones, K. (1991). Using computer-assisted simulations and
 
avoiding computer-hindered simulations. Simulation &
 
Gaming. 22(2), 234-238.
 
Kinsella, K. (1993, Octoberi. Promoting Raoport. Interaction
 
and Active Learning in a Multicultural College
 
Classroom. Paper presented at the Institute for Teaching
 
and Learning 1993 College Teaching and Learning
 
Exchange, San Jose,,CA.
 
Law, 	B. & Eckes, M. (1990). The More Than Just Surviving
 
Handbook: ESL for Every Classroom Teacher. Winnipeg:
 
Peguis.
 
131
 
Levine, M. (1990). Sheltering U.S. history for limited
 
English proficient students, social Studies Review.
 
M(l)/ 27-39.
 
Meskill, C. (1990). Where in the world of English is Carmen
 
Sandiego? Simulation and Gaming. 21(4), 457-460.
 
Montague, M. (1995). The process oriented approach to
 
teaching writing to second language learners. New York
 
State Association for Bilingual Education Journal. 10.
 
13-24.
 
Moya, S. & O'Malley, J. (1994). A portfolio assessment model
 
for ESL. The Journal of Educational Issues of Language
 
Minority Students. 13, 13-36.
 
National Geographic Society. (1986). Jerusalem: Within These
 
Walls [videotape]. Stamford, CT: Vestron.
 
Northcutt, L. & Watson, D. (1986KSheltered English Teaching
 
Handbook. San Marcos, CA: AM Graphics.
 
Payne, W. & Wilson, C. (1992). Peace in the Middle East
 
[Computer Software]. Moreno Valley, CA.
 
Peha, J. (1997). Debates via computer networks: Improving
 
writing and bridging classrooms. Technolooical Horizons
 
in Education. 24(9), 65-68.
 
Peyton, J. (1993). Dialogue Journals: interactive Writing to
 
Develop Language and Literacy. (ERIC Document
 
reproduction Service No. ED 354 789)
 
Rieber, L. (1994). Computers. Graphics, and Learning.
 
Madison, WI: Brown & Benchmark.
 
Richard-Amato,P. (1996). Making It Happen: Interaction in
 
the Second Language Classroom. White Plains, New York:
 
Longman.
 
Roberts, C. (1994). Transferring literacy skills from 11 to
 
12: From theory to practice. The Journal of Educational
 
Issues of Language Minority Students. 13 , 209-221.
 
Rogers, J. (1990). Into, through and beyond...A history
 
class. History and Social Science Teacher. 25(2), 82-87,
 
Romo, H. & Falbo, T. (1996). Latino High School Graduation:
 
Defying the Odds. Austin, TX: University of Texas Press.
 
Sanchez, F. (1989) What is Sheltered Instruction? Hayward,
 
CA: Alameda County Office of Education.
 
132
 
Taylor, M. (1990). Simulations and adventure games in CALL.
 
Simulation and Gaming. 21(4), 461-465.
 
Turner, S. & Land, M. f1994V HyperCard; A tool for Learning.
 
Belmont, CA: Wadsworth.
 
Vasquez, J. (1989). Building instructional strategies from
 
student traits. The Journal of the National Association
 
for Bilingual Education. 13(2V. 145-159.
 
Versluis, E., Saunders, D. & Crookall, D. (1989).
 
Computerized simulation as mediator of language. In
 
Crookall, D. & Summers. D.fEds.V. Communication and
 
Simulationi From Two Fields to One Theme.(pp.82-90).
 
Philadelphia: Multilingual Matters.
 
Vygotsky, L. (1978). Mind in Society; The Development of
 
Higher Psvcholoaical Processes. Cambridge, MA: Harvard
 
University Press.
 
Willis, J., Stephens, E. & Matthew, K. (1996). Technology.
 
Reading and Language Arts. Boston: Allyn & Bacon.
 
Wilson, C. (1996). Who is Right? Israel or the PLO? [Computer
 
Software]. Moreno Valley, CA.
 
133
 
